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HIGHLIGHTS AND RECONNEVDAITONS

Earlier research has revealed that a large proportion of the Neighborhood

Youth Corps out-of-school enrollees, even among those who had graduated from high

school, were deficient in reading and arithmetic skills. Without these skills,

their employability is severely limited. Thus, work-training programs, although

valuable for providing credentials and for training the individuals in work habits

and job skills, need to be supplemented by a program to bring inadequate reading

and arithmetic skills up to a level necessary for successful performance in a

responsible job.

Because existing remedial education programs in cities in which the-research

being conducted had proved to yield limited success with these youth, a search

instituted for effective alternatives. This led to the institution of the

WWI
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Accelerated Learning Experiment, which provided for the experimental use and

evaluation of new remedial techniques in NYC out-of-school programs. It was hoped

that results of this experiment would develop valuable information relating to the

effective remediation of the educational deficiencies of enrollees in the NYC out-

of-school program, and might provide a model which could be used generally for

out- of- t;chool enrollees.

Rationale of the Experiment

Experience suggests that a number of factors are important to the achieve-

ment of an effective remedial education program. These factors, and their reflection

in the Accelerated Learning Experiment, include the following:

--Enrollees may be expected to have a wide range of academic deficiencies.

Even though they are approximately the same age, some school dropouts may be



functionally illiterate while others may be close to high school graduation. Similarl,

some high school graduates may be critically deficient in reading skills while others

may need upgrading of their arithmetic skills. An effective remedial education

program, therefore, should be maximally flexible in order to accomodate students

working at several levels of achievement.

--Many enrollees, particularly males, have negative attitudes towards

school and schooling. Part of this negativism is associated with the enrollee's

low estimate of his own ability to do school work, and with low thresholds of

frustration and boredom. Educational material, therefore, should be neither so

difficult as to frustrate nor so easy as to deny a sense of achievement, but should

be just difficult enough to provide a challenge.

--The site of a remedial education program may be of crucial importance

to its effectiveness. The negativism often attached to the standard school environ-

ment has been noted but the rejection of schooling by dropouts also frequently

means that the enrollee considers schooling to be irrelevant to his concerns. Since

the level of motivation to participate in further education is often low, it becomes

essential that both the time and place for the classes be as convenient as possible.

These psychological and physical considerations were reflected to the extent prac-

tical in the location of the Experiment's programs near NYC work sites and in the

coordination of the class schedule with NYC work hours.

--A recent study has shown that certificated teachers are not essential

to a learning situation involving the type of disadvantaged students and the educa-

tional materials being used in this Experiment. High school graduates, with proper

motivation and personal qualities, can perform satisfactorily as teachers, and more
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extensive teaching qualificationswith attendant recruitment difficulties --are

not necessary. Therefore, personal qualifications of teachers were stressed more

than academic qualifications.

--It is believed that the educational, employment and social problems

of the youth are interrelated. The Experiment attempted to coordinate education

and counseling either by having the same person serve as both counselor and teacher

or by placing the teacher and counselor within the same organizational unit.

--Males have been found to be more resistant than females to conventional

teaching methods. The academic deficiencies of males are correspondingly more

severe and the needs of males for an effective educational program are more urgent.

The education of male enrollees, accordingly, received primary emphasis in the

Accelerated Learning Experiment.

Design of the Experiment

The research design called for study groupe of fifty each in three diff-

erent cities, using the education system and materials developed for the Job Corps

Conservation Centers. The NYC director in each city took responsibility for ad-

ministering the program. The Social Research Group was responsible for conducting

the research and providing training and consultation. Measurements of academic

achievement of enrollees were taken at the beginning of the program and again

after three and six months. Bi-weekly reports on each student and program progress

were prepared by the instructors.

The three cities selected for the Experiment were St. Louie, Missouri;

Cincinnati, Ohio; and Pittsburgh, Pennsylvania. Each of the sites was provided

with the criteria for an "ideal" experiment, and arrangements were worked out in

each city for the most feasible programs in relation to local problems and conditions.
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Teachers from all three cities were brought together in Pittsburgh in early February,

1968, and were trained by a Job Corps staff member in the use of the Job Corps

materials. During the course of the Experiment, educational consultants visited

the classrooms periodically to assist teachers with any problems that they had

encountered..

Results

During a fifteen-month period, over 300 enrollees participated in the

Experiment, with useable evaluative information on 277 Of them who had terminated

from the program or were still enrolled. The data suggested the following con-

clusions:

--An educational program organized along the lines of the Accelerated

Learning Experiment can achieve significantly better results than conventional

programs, particularly with male enrollees. Considering only those programs

that followed the design of the Experiment, about 40 percent of the males and 60

percent of the females participated in the Experiment for at least three months

with good attendance and with most of them making significant progress. These

results compare favorably with almost total lack of success achieved by other

remedial education programs with males and limited success with females. It, thus,

can be concluded that programmed instruction taught in classes conducted near the

work site by non-certificated teachers can provide significant assistance to some

out-of-school NYC enrollees.

--One program (Pittsburgh), which met only twice a week and used a cen-

trally located classroom rather than one near the work site, achieved significantly

poorer results. This suggests that the convenience of the classroom and the fre-

quency of class meetings are important variables influencing the success of the

program.
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-- A substantial proportiun of the enrollees neither showed any interest

nor achieved noticeable progress, indicating that the design of the Accelerated

Learning Experiment was not comprehensive enough to serve the needs of the majority

of the enrollees. Various ways in which the program might be supplemented are

discussed below.

--The Job Corps materials, while adequate as basic educational materials,

need to be supplemented in three ways: (a) the teacher needs to know some additional

approaches to remedial instruction for helping the student whose learning problems

are not solved by the programmed instruction, (b) the materials need to come.alive--

the routine approach of programmed learning bores many of the students, and (c) the

immediate relevance of the educational program to job and life situations needs to

be established. Efforts need to be made to develop the educational tasks in re-

lation to specific job and life situations encountered by the enrollees during

their initial adjustment to the world of work.

Recommendations

It should be recognized that many enrollees are easily discouraged and

have difficulty mastering an academic task. Their attention spans tend to be short

and the educational goals, therefore, must be modest if there is to be any reason-

able prospect of their being achieved. At the same time, the educational channels

should be kept open and efforts continually made to motivate enrollees and to make

it possible for them to continue their education.

For these reasons, three levels of remedial education should be offered

to trainees with tie-ins made between the various levels so that enrollees can

progress from one level to another. The first level should be specifically related

to the job the enrollee is to perform and should have tie limited objective of



improving his performance in a specific job. It should be the trains(

full-time assignment for a three to six week period prior to his first

assignment and, in addition to the three R's, should include relevant

cedures or work samples, family financial management, personal course:

prepare each enrollee for employment, and career orientation and plain

The second level of education should be directed toward the

of educational deficienees of the trainee and should, in general, fo:

sign of the Accelerated Learning :2cperiment except that more emphasis

placed on making the educational tasks relevant to work and on suppler

Job Corps programmed learning materials.

The third level of remedial education, concentrated preparai

GED test, should be available for all those who are adequately motivai

educational achievement can be raised in a reasonable time to the levi

the GED examination. The Job Corps GED materials can be used effecti'

educational component.

Research of the out-of-school NYC youth who were enrolled ii

showed that almost no dropouts. returned to high school and very few of

dropouts effectively participated in the limited remedial education P1

under typical NYC programs. By starting with an educational experieni

specifically related to a Job, it may be possible to show the relevan4

to work and encourage a greater' proportion of the enrollees to partic:

higher level educational programs.
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I

Introduction

This paper reports the results of the experimental use of new remedial

education techniques in three urban out-of-school Neighborhood Youth Corps pro-

grams. The use these techniques, and the evaluation of the results of these

techniques, constituted the Accelerated Learning Experiment (ALE). This ex-

periment was a part of a longitudinal study of the effectiveness of selected

urban, out-of-school NYC programs conducted by the Social Research Group of

The George Washington University.
1

The need for special studies of the remedial

education component of 'an programs was apparent in view of the fact that a

high proportion of the enrollees, even among those who had graduated from high

school, were found to be deficient in reading and arithmetic skills. With

these deficiencies, their employability is severely limited. Thus, work-training

programs, although valuable for providing credentials and for training the in-

dividual in work habits and job skills, need to be supplemented by a program

to bring inadequate reading and arithmetic skills up to a level necessary for

successful performance in a responsible job.

Initially, a comparative study of contrasting educational programs in

Durham, North Carolina, and Pittsburgh, Pennsylvania, was undertaken. These

two programs differed primarily in their use of conventional school resources.

The Pittsburgh program relied entirely on the resources of the city school system;

1Conducted under contract numbers 81-09-66-19 and 41-7-004-9 between

the Manpower Administration of the Department of Labor and the Social Research

Group of The George Washington University.
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whereas the Durham program was entirely separated from the public school system.

The initial promise of this special study was not fulfilled, because both the

Durham and the Pittsburgh programs ran into difficulties that seriously reduced

the usefulness of data from these sites.

The importance of education, on the one hand, and the lack of effective

remedial education component, on the other, led to the Accelerated Learning Ex-

periment. In the ALE, research results--both those of the Social Research Group's

NYC studies, and those from related research--were reviewed and a rationale,

based on these results, was developed. An experimental design, based on the

rationale, was then devised and implemented. It was hoped that the experimental

use and evaluation of new remedial education techniques would indicate the extent

to which the ALE could provide models of effective remediation of the educational

deficiencies of NYC out-of-schoOl enrollees.

Rationale of the Experiment

Studies of the educational needs of disadvantaged youth have indicated

that a number of factors are important to the achievement of an effective

remedial education program. These factors, and their reflection is the Accel-

erated Learning Experiment, include the following:

1. Males have been found to be more resistant than females to

conventional teaching methods. Accordingly, primary emphasis in

the Experiment was placed on educating male enrollees.

2. It is believed that the educational, employment, and social

problems of the youth are interrelated. The Experiment attempted

to coordinate education and counseling either by having the same
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person do both the counseling and teaching or by placing the

teacher and the counselor within the same organizational unit.

3. Many enrollees, particularly males, have aegative attitudes

towards school and schooling. Part of this negativism is assoc-

iated with the enrollee's low estimate of his own ability to

do school work, and with low thresholds of frustration and

boredom. Educational material, therefore, should be neither so

difficult as to frustrate nor so easy to deny a sense of achievement,

but should be just difficult enough to provide a challenge. Pro-

grammed learning plus diagnostic procedures for placing the student

at his proper level appear to offer the best prospect for achieving

the goal of avoiding frustration and giving the student a sense

of progress. This combination of techniques allows the student

to be placed at a level appropriate to his needs and permits him

to work at his own pace.

4. Enrollees, although they may be approximately the same age,

may be expected to have a wide range of academic deficiencies--

from functional illiteracy to near readiness for high school

graduation. The educational program must maximise flexibility

by being able to include within the same class students working

at several different levels of achievement.

5. The site of a remedial education program may be of crucial

importance to its effectiveness. The negativism often attached
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to the standard school environment has been noted; but the rejection

of schooling by dropouts also frequently means that the enrollee

considers schooling to be irrelevant to his concerns. Since the

level of motivation to participate in further education is often

low, it becomes essential that both the time and place for the

classes be as convenient as possible. The psychological and

physical considerations were reflected to the extent practical in

the location of the Experiment's programs near NYC work sites

and in the coordination of the class schedule with NYC work hours.

6. A recent study
1
has shown that certificated teachers are not

essential to a learning situation involving the type of dis-

advantaged students and the educational materials being used in

this Experiment. High school graduates, with proper motivation

and personal qualities, can perform satisfactorily as teachers,

and more extensive teaching qualification--with attendant re-_

cruitment difficulties--is not necessary.

The research design and the way it was implemented in the three re-

search sites selected for the ALE (Cincinnati, Durham, and Pittsburgh) are

described in the next chapter. The ALE was designed originally for a six-

month period of operation. At the end of that time, after a review of the six-

months results, changes were made and the ALE was continued for another nine

months. The experiment was concluded by a three-day workshop attended by

1
Greenleigh Associates, Inc. Field and Test Evaluation of Selected

Adult Basic Educational Systems. (New York: September, 1966)
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administrators and teachers from the three research sites, public school per-

sonnel, research personnel, educational consultants, Job Corps teachers and

trainers, and representatives from the Department of Labor, Office of Edu-

cation, and other interested organizations.

Chapter III reports the results of the ALE for the first six months,

and Chapter IV reports comprehensive results covering both the first cnd second

periods of the Experiment. Chapter V reports the results of the workshop.

Conclusions based on all.the sources of information, particularly as they

contributed to developing a model for effective remedial education programs,

are discussed in Chapter VI..



II

Design and Implementation of the Experiment

On the basis of the rationale, discussed in the preceding chapter,

criteria for an "ideal" remedial education experiment were developed. These

criteria provided guidelines to the NYC directors who were responsible for

local arrangements in the three sites selected for the ExperimentCincinnati,

Pittsburgh, and St. Louis. These criteria also outlined the kinds of information

that the Experiment could be expected to produce. This chapter describes the

development of the Experiment from its rationale to its initiation in the three

sites.

Criteria of an "Ideal''. Educational Program

Desirable features of an education program that could be expected to

be effelative with disadvantaged youth included the following:

1. Educational Materials

After investigating several methods of programmed learning, it

was decided to use, without change for the first six months, the

system developed for the Job Corps Conservation Centers. This

system was designed to serve students from beginning reading and

math through the 7.5 grade level. Teachers were encouraged to

supplement but not to eliminate or replace any of the materials or

procedures. The reasons for the selection of the Job Corps

materials were:

.a. It is a complete system including graded materials,

placement tests coordinated with the materials, and

-6-



standardized training for teachers.

b. It has a Ltading and mathematics curricula.

c. It permits entry into the program at any time.

d. Students can begin school work at different levels and

can proceed at their awn pace.

e. Persons used as teachers do not need to have teaching

certificates.

As might be expected, the initial Job Corps educational materials were

found to be inadequate for preparing students to take the General Educational

Development Test for obtaining a High School Equivalence Certificate. Midway

through Phase I. the Job Corps provided GED materials, which were distributed

to the experiment sites. It now appeared that all levels from beginning reading

to preparation fPr the high school equivalence examination were adequately

covered by the materials.

2. Qualifications of Teachers

Personal qualifications of teachers were stressed more heavily

than academic qualifications. It was intended that teachers be

interested in the experiment and able to relate well tm disadvantaged

youth; they should be mature individuals with well established verbal

and arithmetic skills. It was deemed preferable that they be more

than 25 years of age and have completed two years of college, although

exceptions were made on an indiyidual basis when it was apparent that

the person was in all other respects qualified for the Ob.
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3. Location and Schedule of Classes

Classes were to be conducted at or near the verb site as part of

the regular work week and were to meet five days as week for two hours

a day. The class time was to be divided into thimp parts: a forty-five

minute period for reading and-a-forty-five minutepleriod for mathematics

separated by a period of thirty minutes for commeiwing and curriculum

enrichment. Teachers were to use this time crew rely and be responsive

to the needs of the class.

Research Design

The research design called for studies in threetdifferent cil:iea using

Experimental groups of approximately 50 each with replacements for terminated

participants. Measurements of enrollees weme to be takenkat the beginning of

the program, and again at selected intervals. Baselinesmere established for

comparison purposes through use of data available on theirdUcational experience

of a large number of other NYC out-of-school program enrcid!lees. Bi-weekly reports

on both student and program nrogress were to be submittediby the instructors.

The information produced by the Experiment was derived flame the following research

instruments:

Career Counseling Interview)

Efforts were to be made to demonstrate to timeamrollees that the

educational program was considered important by-se administrators

1
A copy of the Career Counseling Interview form la mebtached as Appendix 0.
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of the NYC program and had their full support. Before the classroom

experience began, a Career Counseling Interview was to be held with

each participant to help him plan his future and increase his motivation

for education.

This interview, which also was used for motivational and planning

purposes, was to serve as.a measure of attitudinal change. It was

to be administered before the program started and at the end of six

months.

California Achievement Test

During the first six months of the research, the reading and

arithmetic parts of this standard test were to he administered to

enrollees when they entered the Accelerated Learning Experiment,

at the end of three months, and at the end of six months. In the

subsequent period, the tests were to be administered at six month

intervals. The results were to provide a measure of academic progress.

Job Corps Tests

These tests are an important part of the Job Corps programmed

instruction system are are used for initial diagnosis and placement

and to determine readiness for movement from one unit to another in

the system.

Bi-weekly Reports on Enrollees' Progress'

Eli- weekly reports by instructors provided information on the

attendance, attitude and progress of each enrollee who participated in

the Experiment.

1
A copy of the report form is attached as Appendix E.
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1
Bi_.--:2e le or tom s

Each instructor also provided a bi-weekly report on his

activities and problems.

Organization of the Experiment

The NYC director took the responsibility for administering the Acc-

elerated Learning Experiment, hiring and supervising instructors, time scheduling

and other problems. The Social Research Group was responsible for conducting the

research and providing the Job Corps instructional materials, the services of

an educational consultant, and the coordination of the training of teachers.

The only constraint on the NYC program administrators was that the agreed-upon

research design had to be followed and the Job Corps instructional materials

had to be used without change for six months so that they could be tested

adequately. Within these limitations, the local programs were encouraged to

be innovative in their use of the time devoted to the program and in the

development of supplementary materials.

Initiation of the Experiment

Three cities were selected for the experiment: Cincinnati, Ohio;

.Pittsburgh, Pennsylvania, which conducted two programs; and St. Louis, Missouri.

Each of the sites was provided with the list of criteria for an "ideal" exper-

iment,
2
and then arrangements were worked out in each city for the most feasible

programs in relation to local problems and conditions. 3

/A copy of the report form is attached as Appendix v.

2
A copy of the list of criteria is attached as Appendix G.

3
A discussion of the problems of the research design which evolved

during the course of the Experiment is attached as Appendix H.



Teachers from all three cities were brought together in Pittsburgh in

early February and were trained by a Job Corps trainer in the use of Job Corps

materials. The Job Corns trainer together with an educational consultant, Dr.

James Aven from The George Washington University,) visited all three sites during

the first three months of the Experiment to assist the teachers with any problems

they had encountered during the beginning phases of the program. Additional

visits from consultants to all three cities were scheduled as needed.

The specific design for each city is described below:

a. Cincinnati - A community center within walking distance of several

work sites was selected for the educational program and a systematic

effort was made to increase the number of males assigned to those

work sites. The first class met February 26, 1968.

b. Pittsburgh - Two Experimental groups were established in Pittsburgh.

One, the Hill City group, met in a community center. It used NYC

counselors as teachers and got under way on March 4, 1958. The

other group was set up to meet in a city achool building and used

school system teachere. It was planned that comparisons would

be made between these two programs and with the regular school

program for NYC enrollees using conventional teaching methods.

1
Dr: Aven supervised the Greenleigh Associates field test of selected

adult basic educational systems and worked with the District of Columbia School
System in developing educational programs.
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c. St. Louis - A hospital work site was selected to provide classroom

space for the Experimental group which was composed of all the NYC

enrollees assigned to that work site. The first class in the

Accelerated Learning Experiment met on March 27, 1968. Since St.

Louis has had n well-organizei program using tutors and considerable

programmed learning material, it was decided to use a group receivinr

tutorial instructions as the Comparison group. The Comparison group,

also receiving instruction at a hospital work site, consisted of

the enrollees assigned to that site.

Implementat:.on of the Educational P7pgram

The implementation of the design varied greatly from one research site

to the next. In Cincinnati, the original design was followed quite closely.

Classes of 12 or 13 enrollees, a majority of whom were males, met five mornings

a week for two hours. T2rminees were replaced regularly. The instructors had

experience as NYC counselors but were not certificated teachers.

In Pittsburgh, two overriding considerations resulted in certain

adaptations of the design. Enrollees were scattered in work sites all over

the city and many had to travel long distances to attend class. Furthermore,

the work-assignments of Pittsburgh enrollees permitted them to attend class

only two half-days per week instead of daily. The combination of the time-

consuming and costly travel from scattared work sites and the exigencies of

the work assignments made daily class sessions expensive and impractical. The

result was that three groups of enrollees met only twice per week for three hours

at one centrally located classroom. One large group of 31 males met in the
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morning and two smaller groups of girls met in the afternoon. Enrollees received

eight hours pay per week for six hours of attendanL* to compensate for travel

time and expense. Instructors had NYC counseling experience but did not serve

as counselors for the ALE enrollees whose counselors were located at their in-

dividual work sites. The divrsity of work sites and counselors made replacing

terminees very cumbersome.

The second Experimental group in Pittsburgh finally began at Connelley

Vocational and Technical High School on April 22, 1968. Twenty-three enrollees

met in two classrooms, again on a twice per week basis for three-hour periods.

Regular Connelley staff tau,ght !path and reading for ninety-minute periods.

The arrangements for compensating the students were the same as at Hill City,

and the problems of transportation, counseling and replacement of terminees were

identical. The program operated for only about seven weeks until the endof

the school year in June and then was discontinued when there were insufficient

funds for teachers during the summer period. The brevity of the Connelley

Experiment resulted in a lack of useable data, so this second program in Pitts-

burgh was not included in our analysis.

In St. Louis the enrollees met in small groups five days per week at

a large hospital work site classroom. The nature of the work site resulted in

a larger number of female enrollees. Two instructors and the regular work site

counselor provided counseling which was incorporated within the instruction

time. Six hours per week were devoted to instruction in reading and math and

one and one-half hours were used for group counseling.
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A group of more advanced students who were preparing for the General

Educational Development (GED) test met for two hours, three days per week at

the same work site with another instructor. Budgeting problems made for

difficulty in replacing terminees, and enrollees were compensated for only part

of their classroom time.

Table 1 summarizes that implementation of the Experiment at each re-

search site.

Table 1

INITIAL CHARACTERISTICS, ACCELERATED LEARNING EXPERIMENT BY SITE

Characteristics Cincinnati Pittsburgh St. Louis

Initial enrollment 62 54 30

Percent male 71% 57% 27%

Classroom site Community
center

Community
center

Hospital

Distance of classroom
from work sites Walking distance Transportation Classes at

needed work site

Instructional personnel 2 NYC counselors 6 NYC counselors 2 NYC counselors
Classes met:

Number of days
per week 5 2 5

Number of hours
per week 10 6 71/2

Date ALE began 2/26/68 3/4/68 3/27/68
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At the time the Experiment began, Cincinnati came closest to realizing

the arrangements visualized in the "ideal" criteria in that education was pro-

vided near the work site on a daily basis, and the study group numbered more

than fifty participants, of which 71 percent were male. There were strong

indications, based on .research observations and teachers' and administrators'

reports, that the characteristics 0 the enrollees at each site.were affected

by the nature of the work sites served by the classrooms, and by other consider-

ations. In Cincinnati, where efforts were made to locate the classrooms near work

sites with a larger number of male enrollees, the work sites involved work

assignments that did not require higher levels of reading and computational

skills.

The Pittsburgh group possessed advantages so far as the size of the

group and tae percentage of males were concerned, but had the least desirable

classroom location and time schedule. The Pittsburgh male enrollment included

a nucleus of males who had not only dropped out or been expelled from the regular

school system but also had been expelled from the NYC classes at Connelley.

The St. Louis ALE group had good features in regard to location and

scheduling of classes, but the group itself was quite small, and only 27 percent

were male. The hospital work site at which the ALE classroom was located led

to a much higher proportion of female enrollees.



III

The First Six Months

The first Aix months of the Accelerated Learning Experiment were run

according to agreed-upon arrangements in each site. As described in the preceding

chapter, these arrangements varied by Site, particularly in the matters of class

scheduling and classroom location. In this first period of the Experiment, results

included information from the hi-weekly reports of instructors, and reading and

arithmetic scores from the California Achievement Test. These results are re-

ported in this chapter.

Attendance

From 30 to 40 percent of the original ALE enrollment (depending on the

site) stayed in the Experiment throughout the first six -month period (see Table

2). Vhile factors other than the ALE itself contributed to the retention of ALE

subjects, it is of interest that Cincinnati - -the site that most closely reflected

"ideal" program criteria--reported the highest retention rate (60 percent).

Pittsburgh, on the other band - -which was farthest from "ideal" in term of class

schedules and location --bad the lowest retention rate (30 percent).

Replacements for ALE enrollees Who had terminated in the first six

months were sought in each site. The first-period experience of these replacements

could range from a fro days to nearly six months, depending upon when the re-

placement occurred. The retention rate of replacement enrollees was somewhat

higher thanthat of original enrollees and ranged from 40 percent (in Pittsburgh)

to 61 percent (in St. Louis).

Daily attendance rates were highest in Cincinnati (78 percent), and

lowest in St. Louis (65 percent).

-16-
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Table 2

ATTENDANCE IN THE FIRST SIX MONTHS OF THE ACCELERATED LEARNING EXPERIMENT
MALE AND FEMALE STUDENTS IN THREE SITES

Attendance
Cincinnati PittaburOk

ALL
St. Louis

ALLMale Female ALL Male Female !tau Female

Number lumber Number

Initial enrollment
leplacesmnts and
additions

44

22

18

16

62

38

31

6

23

4

54

10

8

3

22

20

30

23
Total enrollment a 34 100 37 27 64 11 42 53

Completed first period:
Initial enrollments 302 672 402 232 43% 312 13 412 33%

Number **rolled at end
of-first six months 21 20 41 10 11 20 3 21 24

Attendance fate, first
six =nth.' 782 79% 782 602 8226 7026 552 682 657

*Sum of days attended by initial and replac:ement students divided by
sum of days attended and days absent.

bData unavailable for seven of the 23 female enrollees for first three
weeks of enrollment.

In each site, the proportion of original female enrollees who remained

in the Experiment through the first six months was higher than the comparable

proportion of sale enrollees--37 percent higher in Cincinnati, 20 percent higher

in Pittsburgh, and 28 percent higher in St. Louis. All told, SI percent of all

original female enrollees in the combined ALE groups stayed in the Experiment
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throughout the first six months. This proportion was very significantly larger'

than the comparable proportion for male enrollees (25 percent).

The attendance rate of male and female ALE subjects was substantially

the same in Cincinnati --78 percent and 79 percent, respectively. In the other

sites, the attendance rate of male enrollees was less than that of female en -

rollees --22 percent less in Pittsburgh, and 13 percent less in St. Louis. These

results indicated that the Cincinnati ALE program was as successful in terms of

daily attendance with young men as with young women, even though - -judgina from

attendance in the other ALE sites and from the results of other studies - -these

young Men were apt to be more difficult to involve in remedial education than

disadvantaged young women.

Termination Conditions

One of the most striking aspects of ALE results in the first six months

was the large proportion of enrollees who terminated from the NYC (and the Ex-

periment) in this period. These terminations not only reduced the amount of

1 "Very significant" is reserved in this report for differences that
should be attributed to chance no more-than one time in 100. "Significant" is
reserved for differences in which the confidence level does not exceed .05 (i.e.,
the results should be attributed to chance no more than 5 times in 100).

The significance of differences between percentages has been determined
through an adaptation of the t -test formula. This adaptation is described in
the monograph: Vernon Davies, Razid Method for Determining the' Significance of
the Difference Between Two Percentages. Institute of Agricultural Science,
Washington State University Stations Circular 151 (revised July, 1962).
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useable information in the ALE but also implied that NYC remedial education

programs must often operate within time limits that are too short to permit

effective remediation.

As indicated in Table 2, from 60 to 69 percent of the original ALE

enrollment (depending on the site) terminated from the Experiment before the

first six months were completed. From 30 percent to 59 percent of the re-

placements for these terminees (again, depending an the site) also lnft the

Experiment in the first period. Enrollees in the Experiment --both original

and replacement--were not necessarily at the beginning of their NYC enrollments

when they joined the Experiment; and it is likely that the proportion of

terminations in the first six months was higher in the ALE groups than would

1
be the case in groups made up of NYC entrants.

According to program reports, 44 percent of the male subjects in the

combined original ALE groups left the Experiment (and the NYC) for activities

that were consonant with program objectives -- employment, preparations for em-

ployment, and military service (see Table 3). An additional 5 percent of these

subjects left the Experiment because they had achieved its educational objectives

(passed the GED or gotten a high school diploma). All told, then, approximately

half of the male subjects who terminated in the first six months could be con-

sidered to have had successful NYC outcones.2 The ALE may have contributed to

these outcomes. It is unlikely, however, that the ALE (or, indeed, any educational

1
In Phase II of the Retrospective study, when most NYC enrollees had

completed their NYC enrollments, 41 percent of the male subjects and 22 percent
of the female subjects reported NYC experience of six months or less.

2
It should be borne in mind that termination conditions were based on

program reports and not on fellow-up information.
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program) could have made substantial academic contributions in less than six

months; and, in any case, the time in the ALE was too short to provide measurement

results.

Thirty percent of the male subjects in the combined original ALE

groups terminated in the first six months primarily because the program failed

to hold them. These subjects were reported by their instructors to be lacking

in motivation or to have failed to adjust. Sometimes these enrollees were

terminated by the program because of absenteeism, and sometimes these enrollees

quit the program on their own initiative. It is of interest that approximately

the sane proportion of female enrollees in the combined original ALE groups

also failed to adjust to the program. These results indicated that the ALE

program was generally as successful in holding male subjects as in holding

female subjects.
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Table 3

TERMINATION CONDITIONS, MALE AND FEMALE SUBJECTS WHO DID NOT COMPLETE
FIRST SIX MONTHS, BY TIME OF ENTRY INTO ALE.

Termination Conditions
Male Subjects Female Sub facts

Original Later Total Original Later Total
N-62 N -18 110.80 14032 N19 21s51

Passed GED, SS diploma 5% 0% 4% 9% 11% 9%

Left HU for employment,
school, other training
program, or military
service 44 11 37 17 26. 20

Moved, transferred within
NYC, "completed" NYC 13 22 15 26 32 28

Health, personal or family
circumstances

Jailed

3 0 2 23 11 19

5 6 5 0 0 0

Failure to adjust, lack of

motivation, absenteeism, quit 30 61 37 26 21 24

TOTAL 100% 100% 100% 101% 101* 100%

See Appendix Table 1 for site termination conditions

b
In this and subsequent tables, percentages have been rounded and do

not always sum to 1002.
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In Cincinnatt and in Pittsburgh there were no indications that par-

ticipation in the ALE might have contributed to adverse terminations. In these

sites 16 percent and 17 percent, respectively, of all original ALE enrollees

terminated in the first six month, because of maladjustment to the program (the

NYC and/or the ALE).
1

These percentages were smaller than roughly comnarable

percentages derived from an earlier study
.2

In St. Louts, on the other hand,

30 percent of the original ALE enrollees were reported to have terminated through

maladjustment to the program. Compared to the combined Cincinnati and Pittsburgh

results, noticeably
3
more St. Louis original enrollees in the Experiment ter-

minated because of maladjustment. A number of factors in addition to the ALE

experience in the several sites were probably reflected in these results. The

small number of enrollees involved, as well as the very close association between

work site and ALE in St. Louis, makes it difficult to reach more definite con-

clusions at this point.

Significantly more of the replacement male subjects (61 percent) than

of the original male subjects (30 percent) left the Experiment in the first six

1
Attendance in a remedial education program is a compulsory feature

of out-of-school N!C programs, and absenteeism can result in termination.
See Appendix Table 1 for site termination conditions in Cincinnati

and Pittsburgh.

2 If
See A Study of Terminated Enrollees in Three Urban Out-of-School

Neighborhood Youth Corps Programs," Table 14, page 31. In the Pittsburgh City
program, approximately 26 percent of the termination conditions connoted program
maladjustment. In the Pittsburgh HWA program the comparable percentage was 25,
and in Cincinnati, 23.

3
In this report, "noticeable" is reserved for confidence levels between

.05 and .10. See Appendix Table 1 for St. Louis termination conditions.
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months through failure to adjust or related conditions. The maladjustment of

replacement male subjects was marked in each site --half of the 14 replacement

male subjects in Cincinnati, all three of the replacement male subjects in Pitts-

burgh, as well as the single replacement male subject in St. Louis left in the

first six months because of maladjustment. The small numbers of subjects involved

prevented definite conclusions. These results suggested, however, that "being in

on the ground floor" may be an important factor in the continued participation of

male subjects in programs of this kind.

California Achievement Test Scores

Progress in reading and arithmetic, as measured by the appropriate

California Achievement Tests (CAT), constituted an important part of the study

design. The usefulness of these results was somewhat reduced, however, by turn-

over in the ALE groups which, in turn, reduced the number of participants for

whom complete test results were available. The research design called for test

results on entrance into the ALE group, after three months in the ALE group, and

after six months in the ALE. Many of the original ALE participants as well as

many ALE replacements were not in the Experiment long enough to have complete

teat results. Although lack of time in the ALE was the major reason for incomplete

CAT results, difficulties in completing tests for otherwise qualified participants

were also factors to some extent.

In the combined ALE groups, 53 participants--21 males and 32 females- -

at the time of entering the Experiment, had completed, on the average, 8.9 school

grades. Most of these enrollees were Negro (see 74,1,1 4), and Vic :ale smroll-tes

Slightly younger (13.1 rsars), on the averaT1, err, t'te fa.,+:11:: enrollees

(18.8 years).
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Table 4

HALE AND ?MALE ENROLLEES 8Y RACE, SCBOOL GRADE COMPLETED
AND ACE AT ENTRY INTO ALE

Hale Female TotalVariables N021 N "32 3*53

Percent white 52 162 112Percent Negro 95 84 89

school grade completed 8.9 8.9 8.9

Mean age at entry into ALE 18.1 18.8 18.5

At the end of the first six months of the Experiment, 17 males and 27

females had test results that reflected their reading achievement. Of these,

three males and seven females had only initial and three-month scores. Twenty

males and 28 females had test results that reflected their arithmetic achievement.

Of these, three males and eight females had only initial and three-month scores.

Comparison of final CAT scores with initial CAT scores indicated that female subjects

were significantly more likely to have made measurable progressi in both reading

and arithmetic than were male subjects (see Table 5). Two-thirds of the female

subjects, and 36 percent of the male subjects, made measurable progress in reading;

and 54 percent of the female subjects, as compared with 25 percent of the male

subjects, made measurable progress in arithmetic. Both of these differences were

1
The standard error of the CAT is .4, and gains greater than .4 have

been counted as progress.
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significant at the .05 level of confidence. In reading, the extent of progress

waa often quite striking in that most of the male subjects who progressed, and

.1.0re than half of the female subjects who progressed, made gains of a year or

more. Progress in arithmetic was more apt to be under one year.

An interesting aspect of the CAT score comoarison was the sizeable

percentage of subjects whose six-month scores were lower than their initial scores.

These results clearly indicated the crucial role played by attitude and Motivation

In academic performance (including tests of academic performance). Some students

evidently did their best on entry into the ALE, but were so apathetic or indifferent

tn the six-month test situation that their scores sometimes dropped by as much as

a year and a half. The reverse situation, of course, might also be reflectdd to

some extent in the scores indicating progress. In the latter case, however, the

productive attitude as well as enhanced abilities night properly be counted as

progress associated with the ALE.
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Table 5*

ENROLLEES WITH USEABLE TEST SCORES
ET SEX AND ACHIEVEMENT IN READING AND ARITHMETIC

Progress
b Reading Arithmetic

Male Female
317 N27

Male Female
N20 Ns26

Percent Percent

Progress:

.S through .9 years 6% 302 152 362
1.0 through 1.4 years 12 22 10 14
1.5 through 1.9 years 12 7 0 4
2.0 through 2.4 years 6 0 0 4
2.3 years or more 0 7 0 0

Subtotal, orngress 362 662 252 582

No progress:
Decrease 47% 192 302 292
Same 12 11 30 4
Increase of .4 years or less 6 4 15 11

Subtotal, no progress 652 342 752 442

TOUT. 101% 100% 100% 1022

a
See Appendix Table 1 for site termination conditions.

b
Progress is difference between earlier and later CAT score --in most

cases, between initial and nix -month score.

Noticeably more of the male subjects (47 percent) than of the female

subjects (19 percent) scored lower in reading at the end of six months than they

had at the beginning. In arithmetic, approximately the same percentages of male
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and female subjects made lower scores (30 percent, and 29 percent, respectively).

Relatively more of the male subjects (75 percent) than of the female subjects

(44 percent), however, made little or no progress in arithmetic. These results

indicated, in general, less effectiveness with male subjects. At the sane time,

in the light of the known difficulties associated with the effective involvement

of male NYC enrollees in remedial education, the results indicated some success.

Site data indicating academic progress in the first six-month period

were quite fragmentary (sae Table 6). Except in St. Louis, where the single male

subject with useable CAT scores progressed in reading, male subjects were uniformly

less apt to sake academic progress in each site. It was of interest, however,

that the sale-female iinerential was lees in Cincinnati than in either of the

two other sites.

Table 6

MALE.AND.11DIALE ENROLLEES WITH USEABLE TEST SCORES,
IM AVD ACHIEVEMENT IN v.EADINC AND ARITHMETIC

f' Cincinnati Pittsburgh St. Louie
Male

11.13

Female

N-12

Male

Neg7

Female

N.10

Male

1.1

Female

1.10

Reading
Number with useable
scores

.

:i 10 12 6 5 1 10
Percent progressinga 402 50% 17% 802 1002 802

Arithmetic
Number with useable
scores 13 12 6 7 1 9
Percent progressing 23% 422 33% 71% 02 67%

*Subjects whose scores improved by more than .4 years in the six-month
period.
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Instructors' Rating

Instructors provided two general ratings for each ALE enrollee in their

biweekly reports: a rating of attttude towards the program, and a rating of

progress in learning. Both ratings used a five-point seale ranging from "1" --

Excellent --to "5" - -Unsatisfactory. Female subjects, in general, were rated as

having better attitudes and as making better progress (see Table 7). Ratings from

Pittsburgh were "worse ,
1
on the average, than ratings from the other sites.

Table 7

LALE AND FEMALE ENROLIZRS BY SITE AND TEACUER'S BI-WEEKLY RATINGS

DURING SIX-MONTE PERIOD

Cincinnati Pittsburgh St. Louis
Teacher's Bi-Weekly Male Female Male Female Male Female

Ratings

Mean Rating-Attitude 2.95 2.15 3.5 2.6 1.6 2.2

:lean Rating-Progress 3.2 2.35 3.8 3.0 2.6 2.7

Other Site Results

Much of the data produced by the Experiment in the first six months can

most usefully be reported in narrative, rather than statistical, descriptions..--

The small number of ALE subjects who stayed in the Experiment throughout the

first six months, and the consequent inappropriateness of statistical summaries,

'Mean average ratings were, in each case, higher in Pittsburgh. In
terms of the scales used, however, the lower the rating the better the attitude
or progress.
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dictates this course.

Cincinnati

The 25 ALE enronees who stayed in the Experiment throughout the first

six months were severely disadvantaged with respect to their school experience.

Both male and female enrollees in this group averaged 8.7 grades completed in

school; 10 of the 13 male enrollees had left school for behavioral reasons (didn't

like school, were in trouble, or were expelled); five of the 12 female enrollees

had left school for similar reasons and. the rest had dropped out for family or

personal reasons (illness, pregnancy). These educational backgrounds implied

remedial education problems that were as grave, or graver, than those of NYC out-

of-school enrollees in general. 1

The relatively better showing of the Cincinnati

ALE group--compared to other ALE groups--thus represented achievements despite

severe educational problems.

Initial CAT tests indicated that more of the male enrollees (67 percent)

than of the female enrollees (25 percent) were functionally illiterate (grad

levels of 5.0 or below). As we have seen, male enrollees had as high attendance

rates as female enrollees. Attendance data showed, in fact, that enrollees with

low scores--both male and female--had somewhat higher attendance rates than high

scorers. As might be expected, enrollees who scored above the 5.0 grade level at

the outset of the Experiment were more apt to make measurable progress than were

the low scorers. Even though the number of enrollees involved was too small to

1
In Phase II of the Retrospective study the average school grade com-

pleted of NYC enrollees was 9.7; behavioral reasons were associated with 35 per-
cent of the male, and 45 percent of the female, enrollees' dropouts; and situa-
tional dropout reasons only were given by 35 percent of the female enrollees.
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warrant definite conclusions, the Cincinnati results suggest that, in this site,

the Experiment achieved some success in the remedial education of disadvantaged

y-ung people. The severity of educational problems in the Cincinnati ALE group

suggested, in addition, that the yardstick of academic progress (more than .4

years in six months) may have been too crude to reflect some of the academic

achievement of this program.

Pittsburgh

The six-month "survivors" of the Pittsburgh ALE group were even fewer

than in Cincinnati--seven male enrollees and ten female enrollees. Test results

were even more partial. Information indicated that these enrollees--like those

in Cincinnati--had severe educational handicaps. The average school grade com-

pleted was 8.7 for both male and female enrollees. :lore than half of the male

enrollees, and 50 percent of the female enrollees, reported that they left school

for reasons that suggested maladjustment to school--didn't like school, didn't

get along with teachers, expelled, and the like. The other half of the female

enrollees left for family or personal reasons--four because of preanancy, and

one to take care of her mother.

The average attendance rate of the female enrollees was 25 percent

higher than that of the male enrollees; and, among enrollees with useable CAT

scores, female enrollees were more apt to have made measurable academic progress

than were male enrollees. Although the initial Pittsburgh ALE group had a 51:50

sex ratio, all of the male enrollees--it will be recalled--met in one class groan,

while the female enrollees met in two smaller and separate groups. These and
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other Pittsburgh ALE arrangements were not conclusively associated with Experiment

results. It was nevertheless of interest that Pittsburgh gave no indication of

having overcome the male:female differentials with respect to remedial education.

St. Louis

The small initial ALE enrollment in St. Louis compounded the difficulties

of getting useable results in this site. Of the 30 initial ALE enrollees in this

site, only 10 were still in the Cxperiment at the end of six months. This group

was augmented by one female enrollee who entered the GED class directly; and

all except one of tle group were female. The educational level of the St. Louis

group was somewhat higher than that of the other groups--the male enrollee had

completed 10 grades, and the female enrollees averaged 9.3 grades. None of the

St. Louis enrollees in this "survivor" group reported that he or she had left

school for reasons that suggested maladjustment to school. Progress was most

frequently reported in the St. Louis group. These results suggested that the

ALE arrangements in St. Louis provided effective remedial education. The ed-

ucational problems of the St. Louis group were less extensive than-those in the

other sites, however, so that it is difficult to gauge the relative effectiveness

of the St. Louis program on the basis of six-month results.

SummarY,

Terminations from the Experiment--even though many of them were consonant

with NYC program objectives--not only reduced the number of ALE subjects but

1
In St. Louis, a separate GED preparation group began but used other

instructional materials for the first three months until the Job Corps materials
became available. At that point, bi-weekly reports for GED class enrolleed were
supplied regularly for the duration of the Experiment.
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implied that the duration of NYC remedial education was often a function of factors

unrelated to educational achievement. Effective educational remediation may thus

often entail the establishment of post-NYC educational participation for the in-

adequately remediated terminee.

There were no indications that the ALE had been more of a factor in

termination than other NYC remedial education programs. On the contrary, there

were some indications--particularly
in Cincinnati--that the Experiment had effect-

ively involved enrollees with severe educational deficiencies. Such enrollees--

early dropouts from school, often maladjusted to the school environment and often

male--are most in need of educatio6al remediation and least apt to become involved

with conventional "dropout" schooling.



IV

Later Developments and Results

The Accelerated Learning Experiment had two phases: an initial period

of six months, described in the preceding chapter; and a second period of nine

months in which modifications indicated by the initial experience could be in-

stituted in the several sites. This chapter reports the changes that occurred

in the second ALE period, and evaluative results for the entire course of.the

Experiment. Nine case studies illustrate those results and conclude the chapter.

Modifications in the ]Programs

The ALE program in Cincinnati experienced two changes several months

after the end of the first six month period: counseling of the enrollees, which

had been provided separately, was taken over by one of the teachers in order to

provide a closer relationship between the counseling and teaching functions, and

the arrangements were terminated for paying enrollees the regular NYC hourly

rates for attending classes. There was en expansion of decentralized classrooms

to a number of other larger NYC work sites in Cincinnati. These, however, were

staffed, supervised and supplied with instructional materials by the Cincinnati

Board of Education. Insufficient data ace available to rench any conclusions about

the results of the establishment of additional work site classrooms in Cincinnati.

In Pittsburgh, the Accelerated Learning Experiment as it existed during

the first six months was discontinued. Instead, the Pittsburgh Board of Education

assumed responsibility for staffing and supervising four decentralized NYC class-

rooms located in different areas of the city. Three of the four classrooms used

instructional materials supplied by the Pittsburgh Board of Education; the fourth,

-33-
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the Kay Boys' Club site, used the Job Corps programmed materials originally

provided for the Accelerated Learning Experiment. In response to dissatisfaction

with the schedule of three-hour classes twice per week, during the first six

months, all classes met daily for two hours.

The ALE program in St. Louis continued unchanged in the second phase

of the Experiment.

PittOureh Phase 2 Results

Initial arrangements had included the testing of Pittsburgh enrollees

at the four sites with the Metropolitan Achievement Test
1
upon entry into and

exit from the program. These arrangements were unproductive, however, in that

test scores at entry were available for only a few of the enrollees, and desoite

frequent requests, no further test scores were provided.

Data on enrollment and attendance at the four Pittsburgh sites con-

stituted the principal quantitative information from Pittsburgh in the second

ALE period. There was considerable variation in total enrollment and percent

of male enrollees (see Table 8). The best attendance rate (56 percent) occurred

in the Downtown site, where only 29 percent of the enrollees were males. At

the Kay Boys' Club site, where the male enrollment was 69 percent, the atten-

dance wan 50 percent--higher than at Northside (which had about the ease sex

ratio) and East Liberty with only 45 percent males.

1
A standard achievement test used by the Pittsburgh Public School System.
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Table 8

CHARACTERISTICS AND ATTENDANCE, ALE PHASE 2, PITTSBURGH SITES

Characteristics Downtown East Liberty Northside Kay Boys' Club

Number enrolled 150 78 83 134

Percent male enrollees 29% 45% 71% 692

Attendance rate
a

56% 42% 40% 50%

aDaye attended/possible days of attendance

Compared to the attendance of Pittsburgh enrollees during the first six

months (see Table 2), attendance was generally lower in Pittsburgh in Phase 2.

These results indicated that the Pittsburgh program modifications %Jere not

followed by improved attendance.

The relatively high attendance rate at the Kay Boys' Club site--the

only site using Job Corps materials and one in which mile eurolleed predominated--

suggested that this system of remedial edUcation was certainly as successful as

the school system's program. Many other variables were undoubtedly involved in

these results, however, and.the quantitative results of the second phase of the

ALE in Pittsburgh thus did not permit firm conclusions.

In addition to quantitative results, Phase 2 of the Pittsburgh ALE

produced some interesting qualitative results in the form of teachers' observations.
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In general, the Job Corps instructional materials were found to be satisfactory

if supplemented in various ways to be discussed later. Teachers using materials

supplied by the Board of Education hvinced the desire to use the Job Corps

materials, particularly the GED, because they felt that they were specifically

designed to provide what the enrollees would need to pass the GED tests, and

would give more uniform preparation than the Board of Education materials.

Pittsburgh ALE'teachers also reported that the decentralization of the

NYC educational centers was advantageous for the enrollees because it increased

convenience and accessibility, but it led to a certain amount of isolation for

the teachers. Several of the fringe benefits of teaching in a regular school

setting were sacrificed: the opportunity to talk and exchange ideas with otinr

teachers about the day-to-day problems of teaching and particularly about any

students with special problems; and the opportunity for mutual support and for

cooperation on difficult tasks among teachers whose experience and fields of

education vary, and from administrative staff, guidance counselors and other

personnel usually available in a larger urban high school.

The isolation of the teachers placed in a decentralized site should

be compensated for by supportive activity on the part of the school system and

the NYC counselors and administrative staff.
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1,atlye Results

4hea data collection in the Accelerated Learning Experiment was ended

,1 April, 1969, the Experiment had run for 15 months and had involved some 277

t?,)H,liees in addition to those involved only in the Phase 2 Pittsburgh programs.

rngrh of ALE experience and the kinds of information indicating ALE outcomes

considerably between enrollees. In looking at the outcomes of the Expert-

therefore, three broad categories were used in order to reflect as many

[lees as possible. These categories and the information that they involved

1. Academic Achievement indicated by CAT results, as follows:

a. Outstanding Progress--reading and/or arithmetic grade levels

improved by 1.0 grades, or. more.

b. Moderate Progress--reading and/or arithmetic pale levels

improved by .6 to 1.0 grades.

c. Minimal Progress--reading and/or arithmetic grade levels

improved by .4 to .6 grades.

d. Initial academic progress after which enrollee lost interest.

2. Attitudinal Achievement indicated by:

a. Good attendance and attitude for six months or more (Po

discernible academic progress).

b. Good attendance and attitude, in program less than three

months and therefore could not be tested.

c. Initial good attendance after which enrollee lost interest.
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33. No Progress indicated by:

a. Irregular attendance and lack of academic progress or no reports

of attitudinal improvement (in ALE two to six months),

b. In ALE less than two months and no serious effort to learn.

Female enrollees were very 13ignificantly more apt than male enrollees

to produce some evidence of achievement; and, furthermore, female enrollees were

significantly more apt to produce test results that indicated academic achievement

(see Table 9). These indications that disadvantaged young women were more ant

to profit from additional educational opportunities were in line with the findings

of other parts of the longitudinal NYC research. In view of the generally poor

participation of male enrollees in NYC remedial education programs, one of the

most striking aspects of the L;1LE results was the indication that nearly half of

the. male subjects made
some discernible progress during the period of their ALE

participation.

In two of the ALE sites--Cincinnati and St. Louis--male enrollees were

as apt as female enrollees to have made, discernible progress while in the Expert-_

ment (see Table 10). Male enrollees were very significantly less apt to have

made progress in Pittsburgh. Although the number of enrollees in the various

ALE site groups was often too small to warrant drawing hard-and-fast conclusions,

both composite and site results indicated that the educational procedures used

in the Experiment had achieved a measure of success with male as well as with

female enrollees.
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Table 9

OUTCOMES IN THE ACCELERATED LEARNING EXPERIMENT, ALL MALE AND FEMALE ENROLLEES

Male Female TotalOutcomes
N "130 N -147 N277

Percent Percent Percent

Academic Achievement
Outstanding progress 2% 6% 4%Moderate progress 3 9 6Minimal progress 6 8 7
Progress, then lost interest 6 5 5
Subtotal, academic achievement 17% 28% 22%

Attitudinal Achievement
Good, in ALE 6 months or more 9 8 8Good, in ALE less than 3 months 18 21 20
Good, then lost interest 3 8 6Subtotal attitudinal achievement 30% 37% 34%

No Progress

In ALE 2-6 months 27 20 23
In ALE less than 2 months 28 14
Subtotal, no progress 552 342 44%

TOTAL 1022 99% 100%.

Not categorized (number)a
(3) (1) (4)

a
Incapacitated by physical or mental illness.
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Table 10

ALE OUTCOMES BY SITE AND SEX OF SUBJECT

Cincinnati Pittsburgh St. Louis
M F M F M FOutcome;

N -74 1148 N -36 N-30 N-20 N069

Made Progress in Remedial Education

Percent Percent Percent

Evidenced by test results 14% 27% 0% 35% 162 16%Evidenced by attitude reports 30 21 14 21 37 38

Made Progress and Then Lost Interest 10% 19% 3% 3% 16% 14%

Made No Discernible Progress 472 33% 83% 41% 32% 32%

TOTAL 101% 100% 100% 100% 101% 100%

Sot categorized (number)8
(1) (0) (1) (1) (1) (0)

alncapacitated by mental or physical illness.

In other NYC research, the success of enrollees in the program was

associated with age in that older enrollees
were more apt to do well in their

work assignments and to impress their counselors and supervisors as beipg well-

adjusted to work training.' These indications of success in the NYC were also

positively associated with employment success in a post-NYC period, as was level

'See "The Cincinnati Clerical Co-Op: A Formal Skill Training
Program," page 60.
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of edUcational achievement. These results indicated that age might be a factor

in ALE success. An investigation of the relationship of age to ALE outcomes,

however, indicated no clear-cut effect (see Table 11). The average age of en-
.

rolleeshoth male end female--who progressed in ALE was very similar to the

average age of those who made no progress. Among male enrollees, those who pro-

gressed and then lost interest were oldest, on the average; while female enrollees

in this category were youngest, on the average.

Table 11

ALE OUTCOMES AND AGE, MALE AND FEMALE ENROLLEES

Mean Years of Agea

Outcomes Male Female

--Made Progress
Test results 18.2 18.5
Attitude and attendance 18.2 18.8

Progressed, then lost interest 18.9 18.3

Made no discernible progress 18.0 18.5

a
. Age on, "%Sy into ALE.
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is

ro illustrate some of the factors involved in the Experiment, several

is are included in this report. Sources of information are the

iseling Interviews, the California Achievement Test scores and the

)1-weekly reports on each enrollee.

:ase 1 illustrates a successful outcome: how the needs'of a female

those education has been interrupted, were being met by the Experiment

td as the link between her initial enrollment status and eligibility

Leal co-op program. Caul! 2 reports on a male enrollee whose per-

t the Experiment was higOtly rated and who left after eight months to

time employment.

:ase 1: Female, age 20, dropped out of school after eighth grade be-
rm sick and throught she had tuberculosis. Was older than rest of
Lng repeated first and fourth grades. From a large family in App-
Lgrated to Cincinnati and lived there alone. Her initial. CAT reading
P.2 and the math score was 7.0. At the end of five months, her reading
1.0, a gain of eight months, and her math score was 8.1, a gain of 11
Lght months after enrolling, the teacher's report stated, "Progress
:1, be quite good. According to enrollee's previous counselor, she is
:Thigh in clerical skills. Consequently, enrollee will probably be
1 to clerical co-op as soon as she successfully completes the GED

:ase 2: Hale, age 19, who dropped out in the tenth grade because of
S family - economic reasons." In response to the question in the
keeling Interview about what he would like to get out of the Experiment,
is was, "would like to improve reading, possibly my high school equity
1 good in math."

lie initial CAT gave him a score of 5.1 in reading and 6.4 in math.
is later his reading score had moved to 6.4 while his meth score had
le same. During his enrollment, a speeCh problem was detected and
s made for an examination and speech therapy. His attendance was
and he received consistently favorable reports from his teacher.
ainated at the end of eight months for permanent employment, he
desire to continue his education.
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Aside from the gains made in academic achievement, a number of enrollees

gained side benefits of attitudinal chanv through participation in the classroom.

Cases 3 and 4 are examples of some of the more obvious attitudinal changes among

male enrollees.

Case 3: Male, age 17, who completed sixth grade and left because "I
was in some trouble and they took me out of school." his initial, three-month
and six-month CAT reading scores were all below the third grade level, but there
was a 15 point gain in raw scores. His CAT math scores progressed from 5.1 to
6.4 on the three-month test,. and then inexplicably dropped back to 5.1 on the
six-month test. His attendance was excellent but he presented considerable
disciplinary problems in the classroom. By the end of the first six-month
period, the teachers reported that he probably made the most noticeable change
in attitude while in the Experiment of all the enrollees. "Re became less of
a discipline problem almost overnight, after counselor solicited his assistance
in securing refreshments for the class one morning." Both his attitude and work
improved, as a result.

Case 4: Male, age 18, who left school after completing the 11th grade
because of family finances and because "guys didn't take to me." His
three-month and six-month CAT reading scores were 7.1, 5.9, and 6.8, and his
initial, three-month and six-month math scores were 6.8, 7.2, and 6.5, indicating
no academic progress during the first six -month period. He tended to do well in
reading but to avoid math. Early in his enrollment he needed much attention,
caused discipline problems in class and it was necessary to send him out of class
two days to keep order. Teachers reported a gradual improvement in progress and
attitude and less aggressive and attention-seeking behavior. He received some
special tutoring in math and responded well. During his seventh month in the
program, he began attending night school, and terminated after ten months in the
Experiment to take a permanent job with the Kroger Company as a trainee. His
first contact with the company came about through one of the company personnel
who was doing some volunteer work with the Experiment enrollees.

Cases 5 and 6 show the difficulty in evaluating the results of the

Experiment because of the variety of reasons for which an enrollee might stop

coming to classes. Case 5 made outstanding progress for six months but was then

reassigned to another job within the NYC. Our data collection techniques did

not provide any information about whether she continued to improve her academic
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skills. Case 6 left after about two months to return to school and while the

ALE program may have helped motivate him to made the decision, we do not know

how long he stayed in school or how much he was able to learn.

Case 5: Female, age 20, who left school to get married and was one of
the few NYC enrollees who asked permission to attend classes. She was frequently
reported to be one-half hour or more early for class and had continuous high
ratings on attitude and progress. Her teacher reported that she "apparently
sets realistic goals and has ability to follow through." Her initial, three-month,
and six-month scores in math were: 7.3, 7.8, and 8.5. Her initial, three-month,
and six-month scores in reading were: 7.0, 7.5, and 8.1. Her attendance in class
was terminated when she was transferred to another work site outside the class-
room area by her counselor at the end of six months, but she was still hopeful
of getting a diploma. -fr

Case 6: Male, who dropped out after ninth grade because "I just didn't
go back," but said he wanted to graduate. His initial CAT reading score was
6.1 and his math score was 7.7. Entering the program in mid-September, he was
not tested again because in mid-November he re-entered full-time day school.

Keeping the level of motivation high enough so that attendance and

academic progress were maintained was a constant problem with many enrollees.

The most tangible incentive used to encourage attendance was payment for time

spent in $7"le classroom at the same rate as the work assignment. One site pro-

vided only partial payment for classroom time, a second provided full hourly

compensation, and the third paid for one hour extra for each of the two days

spend in class to compensate for travel costs. Case 7 illustrates the part

played by financial incentives in encouraging attendance and progress. Though

it summarises only one enrollee's NYC educational experience, it is representative

of several very similar situations which occurred when compensation for attend,*

ance was terminated after the Experiment had been in operation for nine months.
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Case 7: Male, age 19, who completed eighth grade and left school be-
cause "I kept missing a lot of days so I just quit." He reported in the Career
Counseling Inte-view that he wants to finish high ochool. His initial and
three-month CkT reading scores wel 5.9 and 6.8, and his math scores were 7.1 and
7.6. During the first three month; in the program the teacher reported that his
attendance was excellent and he we; working hard. At the end of three months he
began working with the GED materials, was reported coming to class early and
maintaining his attendance and excellent work habits. At the end of six months,
the teacher mentioned that he had evinced interest in preparing for entry into
an apprenticeship program. Shortly after, the hourly pay for attendance was
terminated, and his teacher reported that he was reacting to the loss of pay.
Within a few weeks, he was terminated from the program because of excess ibsen-
tec:'%a.

For some of the male enrollees, hourly compensation for attendance was

not sufficient to promote diligence in academic work, nor did attention and en-

couragement from the teacher seem to be effective. Cases 8 and 9 indicate the

experience of one male enrollee whose initial reading score was low and another

male enrollee whose initial scores were fairly high. Both were apparently low

in motivation and teachers' efforts had little effect.

Case 8: Mnle, age 18, who completed eighth grade, and left school
became*, "Teachers really bugged me. Couldn't get along--they would've put me
in jail because I would have hit one of them. I have a bad temper-- explode
easily." He said that he would "like to complete school but not public school- -
I'll come here all the time. Here you get more attention."

Early in his enrollment, his attendance rate was 100 percent but the
teacher reported that "C.'s mind is elsewhere" and that he had severe reading
problers and was rather limited intellectually. After two months, his attend-
ance was poor and he "wastes much of time. We have been unable to help him
achieve sufficient motivation." Five months after entering his attendance had
improved but he was reported as wasting much time just stalling on the math
program. He completed the first six months and when the NYC educational program
was changed in format and he was assigned to another classroom staffed by Board
of Education teachers, he attended sporadically for a few weeks and then ter-
minated.

Case 9: Male, age 19, who completd the ninth grade and dropped out
because he said he couldn't adjust to the school situation and the attitudes of
the administration. He evinced an interest in finishing college and was Charact-
erized as bright and able by the Experiment teachers. His initial and three-month
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CAT reading scores were 7.9 and 10.3, showing a great gain. His initial mathscore was 9.2. His teachers reported that be was.doing better than anyone elsein class without making too much effort but was bored and disruptive. Droppedfrom the class for refu--1 to cooperate, he was reinstated at his own request,buz continued to perform below what was considered his potential. At the endof the first six months he was scheduled to take the GED teat but failed to appearGn the date set for testing, and then terminated from the NYC for permanent em-ployment.

Although these case studies end on a rather discouraging note, a good

summarization of the meaning of participation in the Experiment for a large

p=oportion of the enrollees appears in the words of an enrollee telling about her

expRrience:

I think myself that this is really a good
program, because with this kind of class-
room situation you can learn and say and
tell if you're not a brain. You can ex-
press yourself more freely. You can feel
more at e'se and not have to feel dumb
and feel real bad and embarrassed in front
of students who are real smart in almost
all their studies and ideas. But most of
all I think if you try your bet and try
to help the teacher get it in your head
this i-n' t just a place to mess off but
a place to start learning without just
being passed on and on from one class to
another.
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The ALE Workshop

The Experiment concluded with a three-day workshop' held in Washington,

D.C., in April, 1969. Teachers and administrators from the three ALE sites,

representatives from the Manpower Administration of the Department of Labor and

from the Job Corps, and other persons involved in remedial education for dis-

advantaged youth participated in the workshop. 2

The workshop was organized into discussion sections focused on problem

areas that were generally recognized
or had become salient in the course of the

Experiment.
3

Additional issues emerged from the discussion groups, and from the

general discussion sessions that followed the reports of the discussion groups.

The purpose of the workshop was to develop realistic guidelines for the effective

provision of remedial education to NYC out-of-school enrollees. These guidelines,

the resultants of ALE experience, participant expertise, and the discussion process,

are reported in this chapter.

1. The remedial education program should be decentralised and class-

rooms should be located within large work sites or in proximity to a cluster of

work sites.

In making arrangements for space and equipment for a remedial education

program, the first consideration is location of apace convenient to the work sitc.

Whet would be regarded as an ideal classroom situation usually is limited severely

1The workshop was made possible through Office of Economic Opportunityfunds provided under contract amber C99 -2058.

2
See Appendix A for listing of workshop pevtipipikats.

3
See Appendix B for outline of workshop, and Appeu4tx C for outline ofdiscussion topics.
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by what is available without cost and in a conven*ec. :,ro: ;on. There is a distinct

advantage to locating classrooms near the work sit a; is yore conducive to good

attendance rates than a single central location became r*,, cost and time involved

in transportation between classroom and work site are minuted. Decentralization

alone does not solve the attendance problem, but centnellsation exacerbates it.

Another advantage of locating the classroom at or near the work site is

that it is removed from the regular school atmosphere. A third benefit is the

resultant potential for buidling a closer relationship between the work site and

the educational component.

There are some disadvantages to decentralization. Decentralized sites

do not have the supportive services available in the regular school sites, and

this is especially difficult for beginning teachers who may need additional

guidance and support. If classrooms are at some distance from where administration

and supportive services are located, there may be problems in distribution of

materials and communication among staff members. Decentralization may result

in non-coverage of those work sites which have fog enrollees and are located

some distance from any of the larger sites. However, none of these problems

are insurmountable and may be considerably easier to cope with than maintaining

attendance among many enrollees with difficult transportation problems.

2. The to ace rewired b the classroom is closel related to the

number and Characteristics of the enrollees it serves. S ace selected should be

adequate to allow for unconventional seatiqg arranyesenti and treater than usual
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storage and display facilities for materials.

Optimum classroom space is dependent upon the number in the class.

tither the number which it has been decided the class will serve should determine

the size necessary for the classroom or the space available must be considered

-when deciding the size of the class. NYC enrollees' deviation from the regular

population necessitates innovation and deviation from the usual classroom.

IL is recommended that the classroom be large enough so that students will not

it crowCed but small enough so that the instructor can reach each student easily

In order to provide special attention. Other recommended features are that dm

seating arrangements be in a circular or U-shape or around a large table to create

informal atmosphere and promote opportunity for students to become acquainted.

i;Idividual space at the tables should allow for enough elbow room since enrollees

:433 be irritated by bodily contact. Some small individual tables or desks around

the fringes of the room will serve those who need temporary quiet and privacy,

dad a blackboard shouldUe available at the back or side of the room. Por restless

chuullees, desirable features are a cooling-off corner with reading material,

mid access to some recreation facilities in an adjoining or nearby room.

The teacher should be seated at the table with the students or moving

.'nvw, them constantly, workilg with individuals and groups, rather than waiting

for enrollees to come to him for help. If the teacher has a desk, it should not

be at the front of the r-Jm, and should be pushed against the wall so that it

Ayes not separate the teacher from the enrollees.
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Because a programmed learning system uses much more instructional material

than is used in a conventional classroom, space must be available for storing

the materials so that they are easily accessible and each student can select what

he needs. Lack of enough space for storage adversely affects the efficiency of

the system. If possible, the materials should be placed at one end of the room

or in a central location where they can be obtained without difficulty. If the

classroom is used for other purposes, material may be stored in boxes in a cabinet

or closet and taken out each day for display on a table. The furniture arrangement

in the classroom should be stable to encourage a feeling of comfort, ease and

belonging among the enrollees. Having to re-arrange the room before using it

each day may lead to a chaotic atmosphere.

In attempting to create a classroom environment which is conducive to

learning and teaching, it should be kept in mind that both the physical and

emotional climate have an effect upon and are affected by the teacher as well as

the enrollees. The total objectives of the educational program will set the

tone for the classroom, but the teacher's needs and interests also contribute

to both the physical and emotional atmosphere. If the teacier needs a certain

degree of order in the classroom to teach effectively, he should be honest about

his requirements so that the enrollees know what the teacher's expectations are.

Overall, the classroom should present as attractive and pleasant an

appearance as possible. Posters, pictures, and displays can be used to brighten

the room and engage the enrollees' interest. Movable screens will serve as

bulletin boards in a room which is used for other purposes at other times of the

day.
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3. The optimum number of enrollees per teacher varies between eight

cad fifteen, dependent upon the achievement level and the behavioral characteristics

ut the enrollees.

Optimum class size for a remedial education class using programmed in-

.,truction is determined primarily by the enrollees' behavior and academic needs.

is the class is composed of a large number of beginning readers or of those in

GED program, if there is wide variation in achievement level within the group,

of if there are one or more disruptive enrollees present, a smaller number for

the teacher to work with is desirable. If all levels of work are included in

the same classrocm and beginning readers evince embarassment before their veers

who are worktig !r. advanced reading, it is better to group beginning readers

separately.

Two teachers working with a larger group can provide increased flex-

ibility and opportunity
for each enrollee to have more time with a teacher. Team

Leaching also means that the two teachers can augment and provide support for

each other in dealing With problems. Conversely, team teaching can lead to

problems of authority in the classroom. The success of such a team approach is

dependent on the personalities of the team membere; special training may be

required so that teachers can work together effectively.

4. Classes should be on a daily basis, in the nornina or before the

work assignment. l)!11.1y attendance should be required regardless of the work

assignment schedule.

Although it may be easier from the standpoint of the work assignment

to schedule the remedial
education component in longer and less frequent blocks



-52-

of time, such a schedule is not conducive to optimum learning. A trial of a two-
day per week, three-hour session led to the conclusion by the teachers that the
educational experience provided was not sufficiently frequent to result in any
perceivable gains. Many enrollees have a problem of retaining what they learn
from one class session to the next.

Therefore, daily classes are essential and they should be scheduled in

the morning before the work assignment. Although there are Problems of tardiness
for classes held earlier in the morning, the enrollees are fresh and more Interested
than they are in afternoon classes when experience has shown that attendance is
lower and enrollees are less attentive and more inclined to sleep, daydream or
talk.

If scheduling classes for after the work assignment is unavoidable,

such classes should be smaller so that the teacher can give more individual

attention. Another consideration is that young men who have been out on work

assignments which leave them hot and dirty may be reluctant to come to class under

these circumstances.

The fact that many of the work assignments
are on a four - day -per -week

basis and, in some work bites, the four days are rotated, greatly complicates

the daily class attendance but shod not change its mandatory character. In a
remedial education program where the enrollee is compensated for both work and

class attendance, if the compensation covers only a four-day work *melt, he may

perceive expenses for transportation on the fifth day as out-of-pocket, and his

attendance on that day may suffer. But in programs where enrollees are compensated
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only in part or not at all for their time in clans, experience has shown this to

have no great effect on attendance.

It is especially important that beginning readers and those in the GED

program meet as frequently as possible, the latter because of the need to complete

all the necessary work and take the GED test while their retention is still good.

Prior to attendpnce at remedial 4ucation classes, NYC enrollees should

participate in an orientation program during which preliminary placement testing

can be accomplished, and they can be introduced to the proper use of the programmed

materials.

S. Pot maximum effectiveness the o timum amount of dell class time

Should be three hoursa, wh ch means fifteen hours of education per week.

Experience in reiedial education and programmed learning leads to the

conclusion that each claea period should be not less than two nor more than three

hours long in order to eftprd the enrollee enough time to settle down to productive

activity for a sufficient length of time to accomplish something tangible without

extending the time to the point where he becomes bored and weary. Three hours

per day is considered the optimum time for effective remediation to take place.

This will depend on the teacher's ability to maintain the enrollees' interest and

to use the time to greatest advantage. lefty variables affect the length of time

enrollees are able to work in programmed material before their interest flags

.,-i boredom sets in: the maturity of the individual, the level at which he is

working, and whether he is attending CLASS in the morning, or after the work

assignment.
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The length of tine devoted to each section of work must remain somewhat

flexible but should be approximately an hour, with or without breaks. Beginning

readers nay need to have shorter periods between breaks. The teacher will have

to be alert to such signs of boredom and fatigue as restlessness and disruptive

behavior. An attempt should be made to let each enrollee proceed at his own

pace, with some guidance from the teacher if the enrollee's expectations do not

appear to be commensurate with his ability.

For those enrollees who want more work than the class time allows,

home work may be used to supplement work in the classroom, but routine assignment

of home work may be accompanied by such problems as possible loss or damage of

the instructional materials, an adverse home situation which does not provide

suitable conditions for learning, or excessive socializing in class if work

is done at home. Although home work should not be totally ruled out, it is useful

only for the highly mottated.

6. The Job Corps programmed instructional materials, in general, are

satisfacto for this ro ram but have some serious deficiencies which need s ecial

procedures to remedy. Such procedures can be developed.

The Job Corps system of programmed instructional material was selected

for the Experiment for two primary reasons: (a) it was a complete system pro-

viding for a range of educational achievement from pre-reading and pre-math to

GED readiness; and CO the Job Corps system included diagnostic tests and pro-

cedures that permitted students to enter the program at different levels and to

proceed at their own pace. Experience with the Job Corps system bore out the
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importance of these features, but also disclosed problems - --some of which were

implicit in the features themselves. Our discussion of Job Corps materials is,

accordingly, divided Into deficiencies associated with range and deficiencies,

associated with placement procedures.

a) The desirable characteristics of being complete, self-contained

and flexible are accompanied by the problem of the material's complexity and

sheer bulk. This creates some difficulties for the teachers who must gain a

command of the system's hundreds of units if they are to be used efficiently and

effectively.

Although there is some duplication in the material, attempts to simplify

it by condensing it or combining it into small units would be of limited value.

The format of numerous short units is advantageous for enrollees working in the

lower level material because a frequent shift from one unit to another helps to

maintain their interest levels.

The experience of the past year indicates that the teachers do not find

the material too difficult to administer but a better explanation of how it is

to be used, and the elimination of much of the elaborate record-keeping would

ease the burden on the teacher and leave more time for actual work with the

enrollees. The complicated identification system, fur ete various units should

be simplified to make it easier for enrollees to keep track of their positions

in the program. A solution may be to group the units of reading and math into

levels with the requirement that each enrollee must complete an entire level in

both subjects before moving ahead in either. If initial testing indicated that
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an enrollee was more advanced in one subject, exclusive concentration on the other

would be accessary until an equal level in each was reached.

If a problem arises occasionally when a unti of work is not available

at the time an enrollee is ready for it, teachers must be innovative in finding

as adequate substitute, shifting the enrollee to other work temporarily, or

using supplementary material. But care must be taken to avoid disrupting the

sequential features of the system.

The size of the class and the facilities for good display and storage

will be determinants of whether it is best for the student, a teacher aide, or

the teacher to have the task of keeping the many units of instructional material

in order so that maximum use can be made of them. Some teachers feel that

ideally the enrollees should take responsibility in order to gain independence

in working with the programmed materials. However, the teacher should bear

ultimate responsibility. If the teacher handles all the materials, it is

easier to maintsin a current inventory. Other possibilities are a visual in-

ventory check list which all users would participate in maintaining, or rotation

of responsibility among the teachers for compliling a list of item needing

replacement.

Consumable materials such as beginning reading books may be rendered

reuseable by the use of transparent plastic sheets and a china marking pencil.

This allows the beginning reader to insert a word or letter in its proper place

on a page without marking up the page. This technique is superior to the use of

separate sheets of paper to write on, but experience indicates that the latter
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has been used by some enrollees without apparent difficulty.

The Job Corps instructional materials are designed to provide complete

coverage for basic education and preparation for the GED. But there are areas

of weakness and the extant materials do not provide the means for bridging most

of the gaps. The unit on percentages in the basic education materials is especially

poor and the teacher must supplement from other sources or develop his owa per-

centages material. Although the material on percentages is inadequate, the unit

test does measure all the aspects of percentages work and teachers can use the

unit tests as beginning points for developing supplementary problems.

Other areas of weakness include:

1) the English grammar and spelling in the basic education;

2) the lack of oral reading material for beginning readers:

3) the irrelevance of both the basic education and the GED
materials for young black adults;

4) in.the GED materials, the lack of detail in the units
on American and European culture;

5) the GED literature section;

6) the brevity of the reading selections which makes them
unsuitable for developing comprehension skills.

To compensate, the teacher will need to be innovative and to supplement

by such techniques as: giving special instruction to a group of enrollees with

a common learning problem, combining the individualized urogrammed instruction

with a classroom introduction to the subject, use of the advanced reading pro-

gram (SRA Lab) between completion of the basic education program and preparation



-58-

which are black-oriented to serve as an initial enticement to enrollees.

There are other compelling reasons for nroviding supplementation:

(a) the approaches for helping the student whose learning problem is not solved

by the programmed instruction alone; (b) the materials need to be brought to

life; the routine approach of programmed instruction bores many of the students,

particularls, those with short attention spans; and (c) some relationship should

be developed between what is learned in the classroom aad the enrollees' lives.

In order to increase interest and to provide alternative learning

experiences when the student does not progress using the programmed materials

alone, supplementation should be developed for use on an individual and a

group basis. Use of supplementary material will have to be varied according to

the individual needs of the enrollee, with classroom learning and the work ass-

ignment closely tied. Examples from the job may be devised by the teacher to

illustrate the math or reading lessons and material from other programmed in-

struction systems also may be used.

Group work is facilitated by supplementary instructional materials or

such techniques as a film followed by a discussion, speakers drawn from outside

source. or among the enrollees, field trips, educational programs, oral book

reports, role playing, a Black Studies course developed in-house, or the xeroxing

of common materials such as newspaper food ads to be used as bases for discussion.

Almost anything may be used to break the routine and serve as a learning sit-

uation, but the teacher should excercise care so that the limited educational

time is used effectively.
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Although the GED material has been designed as minimum preparation for

passing the GED test, completion of the program requires so much time that some

enrollees have a retention problem which is further complicated by the supplemen-

tation which is necessary.

Many of the en.:olle*s have little experience as participants in the

larger community; neither they nor their family or friends feel themselves to be

an essential part of the city, state or nation. Providing for experiences which

give insight into the role of the individual in society should be a vital part

of the classroom program. Teachers should become aware of services available

in the community as resources for enrtching and enlivening the learning process;

'visitors from other countries, particularly Africa, or innovative social studies

programs developed by a public school system would add interest to the classroom.

Even such ordinary raterials as city telephone books and catalogs can be used

for learning spelling skills and how to look up names or words. Catalogs also

may be useful for devising math problems and for teaching consumer skills.

b) Diagnosis and placement procedures are incorporated within the

system so that students can enter the program at different levels and different

times and proceed at their own pace. Flexibility is maximized to meet individual

needs, but teachers have encountered problems in diagnosing blocks in learning

and evolving remedial strategies when the programmed materials are not sufficient

to keep the student mewing forward, or when enrollees who have unusual difficulty

in leaning and retaining knowledge are included in the remedial education groups.

To avoid having inaccurate placement assume undue importance for the enrollee,

the educational program should be kept as flexible as possible.
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When placement is inaccurate, it may be due to several factors

eluding: the general invalidity of the testing instrument; the disinter

the enrollee in working on the tests, which leads to an inaccurate meast

his achievement Level; or the need of the youth for outside professional

with an emotional problem. Remedying the situation will depend on whet1

accurate placement was due to simple error or to more complex factors.

developmental and sequential nature of the testing will help to pinpoint

the problems. Inaccurate placement in math is more obvious and easy to

than in reading.

Since no standardized tests have been perfected yet, a teacher

make a diagnosis on the basis of many other things: the enrollee's apps

his behavior, and interpersonal relationships. A more adequate diagnosi

attempted by varying the testing approach: reading the material to the

and asking him to tell the story back to the teacher or by having the en

read aloud from the reading test paragraphs which have been re-arranged

order. If placement'is found to be inaccurate, an adjustment should be

soon as poesible.

It is.the teacher's responsibility to make the initial diagnom

special problems and it is important that-he-Seek many sources of inforn

outside experts, books and other materials, or a weekly case conference

enrollee, using all concerned staff members as participants in the disci,

determine the course to be taken in meeting the enrollee's individual p:

If it is decided, in consultation with the enrollee's counselor, that th
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requires more than can be provided by the programmed material, individual atten-

tion and/or supplementation, outside help should be sought. Retaining an enrollee

in the classroom may create other tiinjor problems, and often referral elsewhere

is the beat solution.

If an enrollee places at a level in the reading test which is considerably

beyond his ability to spell and pronounce the words in use, the teacher should

devise supplementary spelling work from words in the workbooks, arrange for the

use of a tape recorder to record speech patterns for work in pronunciation or

give the enrollee more practic' in oral reading from the test level. In some

cases, there may be no alternative but to tell the enrollee that even though

tests indicate that he is at one level, he will need to begin work at a lower

level. Beginning at a lower level may provide more immediate success experience.

Although breaking the lockstep approach of group instruction is one

of the advantages of the Job Corps materials, their use an a completely individual-

ized basis leads to virtual isolation of the students and a loss of the benefits

available through student interchange of ideas. Due to the great diversity of

achievement of the enrollees, there ere few units of the programmed material in

which the total group can participate at any one time. Because group work provides

personal relationship expericac2, rnd verbalization helps to solve individual

problems, teachers should encourage voluntary work in group sessions by students,

use of board work with small groups of three or four, and the use of more advanced

students to tutor slower students.

There have been several attempts to expand the subject matter in the

classes beyond reading and m.-..them-tics. Such efforts have been the outgrowth of



-62-

students' requests and teachers' conceptions of ways to broaden and supplement

the rather restricted educational bill of fare, especially in the basic education

program. Although the addition of other subjects may be essential to break the

routine, to relieve boredom and to motivate students, it must be recognized that

any expansion of the curriculum will be at the expense of the programmed in-

struction becuase of the limited number of hours per weak. An exception might

be the acquisition of skills for participation in job interivews which might

be added as extra material when a group of enrollees has reached the point of

job readiness.

7. No standardized tests have been found which are entirely adequate

for individual diagnosis and measurement of progress. Thus until more adequate

tests ate available measurement of ro ress remains a 'artiall sub ective ro-

cess de. ndent on the skill and understandin of the teacher.

One persistent problem in measuring progress of students in any ed-

ucational program is the difficulty of finding a good measuring instrument.

Standardized tests are not recommended by their publishers for groups'of low

achievers and especially adults but there are no better tests available. The

California Test Bureau cautions that in the use of the California Achievement

Test, "... it is essential that in all uses and interpretations of test results

that school personnel be aware of the mental or physical handicaps, the social

and emotional problems, or the language difficulties which may limit individual

performance and achievement."

Accelerated Learning Experiment teachers and administrators feel the
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achievement teats: are not geared to, and may be invalid for, their enrollees;

are too long, repetitious and boring; and are regarded as threatening, particularly

to the non - readers. To rely on them heavily for purposes of diagnosis is unwise

since the tests are designed for measurement of large groups rather than as in-

dividual measures. This is particularly true for the measurement of the potential

of slow learners.

In addition, it is difficult to control and standardize the testing

conditions (time, place, and administration) and impossible to predict what

the enrollees' attitudes, motivation and physical 'condition will be at the time

they are tested. They may be overly concerned about taking tests and, thus,

attempt to avoid them; they may perceive no relevance, be bored or annoyed by

them, and, therefore. put forth little effort or rcact completely negatively.

Initial achievement tests should be individually administered during

the NYC orientation program before the enrollee is assigned to the classroom.

Plenty of time should be allowed for explanation of the purpose of the test and

the procedure to be followed. Much will depend upon the skill of the test ad-

ministrator who should try to establish sufficient rapport with the enrollee to

gain his cooperation. For the exceptionally threatened enrollee, one possibility

is that the Job Corps Prediagnostic and Diagnostic Tests in reading be administered

. first, as a screening device. Only those who score above the fifth grade level

on the Job Corps tests then would go on to take the achievement test. This, how-

ever, introduces the problem of singling out those enrollees who scored too low,

which may be more damaging than giving the achievement test to everyone.
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In order to lessen apprehension about subsequent tests, given at regular

intervals during remedial education enrollment, the teacher can introduce the

enrollees to other tests such as Civil Service tests, by promoting the attitude

that testing is practice. The test administrator also should attempt to avoid

times of day or week when enrollees are excited, at a low point or under unusual

stress.

Finding a means of determining when an enrollee is ready to take the

GED tests depends upon more than the completion of all the PIED books. Teachers

and counselors have devised, by trial and error, some subjective aid some objective

methods of making such a determination so as to prevent, if possible, failure due

to being ill-prepared. The more objective means of determining readiness is to

use a standard measure like the California Achievement Test. If using such test

scores are perceived as threatening by the enrollee, it may be preferable to let

him take the GED when he feels he i3 ready, then analyze his reasons for failure

if that is the result, and help him prepare to take it again. The more subjective

means of determining readiness is to observe the enrollee in class and on the

job and when the teacher and counselor feel he is ready, encourage him to take

the GED.

Extra evening sessions for groups may be-scheduled, using board work

to drill and hit the weak points, or volunteers may be used to do special work

with the group preparing for the GED. Such use of volunteers contributes a

more personal approach which the enrollee may feel he needs.
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8. Using programmed instructional materials, teachers who are hilt

school raduates or have some colle e ex erience can with re-service and in-

service training, do very well. The most important criteria are the personal

characteristics of the teach:1.

When the Accelerated Learning Experiment was begun, one of its primary

concerns was to determine if programmed materials developed by the Job Corps

could be used effectively by non-certificated teachers to improve reading and

arithmetic skills of out-of-school enrollees. It has been found that teachers

using Job Corps materials do not require a high degree of academic training,

but it is essential that they have a good knowledge and a degree of security

About the materials to be handled. The teaching of basic reading requires more

training on what resources are available buethis can be taken care of by pre-

serviCe and in-service training programs.

An adequate program of pre-service training in.the administration of

the Job Corps materials can be accomplished in three days provided the teachers

have had some prior preparation with the Teacher's Manual. All of the instruct-_

ional material should be available for inspection and use during the pre-service

training.

Once the teacher has begun work with the enrollees, there should be in-

service training at regular periods to deal with special areas, to cover techniques

for supplementing without disrupting the program, and to provide opportunities

for teachers to discuss problems.with a specialist. Teachers should have additional

instruction in teaching reading after working in the program for a while.- It is

estimated that thirty hours of special work should be enough to give the non-



-66-

certificated teacher the basic skills in the teaching of reading. In-service

training may take various forms, e.g., (a) a course for credit at a local university

with tuition paid by the agency sponsoring the remedial education program; (b)

special training offered by a university faculty member who has contracted to

meet with the teachers on a regular basis.

Despite the fact that standardized training in the use of the materials

is provided by the Job Corps, and there are teachers' manuals which accompany all

of students' workbooks, only a part of the teachers' total responsibilities are

provided for by these means.

The experience of the last year has shown that the individualized

character of the instruction places responsibilities Oft the teacher far different

from those created by the conventional classroom. The materials do not teach

themselves but require active participation on the part of the teacher. But the

degree to which the teacher participates actively should be dependent on the

situation. A careful line must be steered between being only a monitor in the

classroom and attempting to spur the enrollees onward so sharply that there are

.disruptive effects.

Within the classroom setting, the teacher should be moving around working

actively with individuals at least three-quarters of the time. A close relationship

with the enrollees' counselors should be maintained, and work-related material

should be used supplementarily wherever possible._

Other educational experiments have concluded that personal attributes

of teachers in programmed learning should be given great consideration. The



ability to relate to disadv3ataged ycuth and a real interest in them as individuals

appear to be essential to progress in the classroom.

Besides training in the administration of the Job Corps materials,

teachers need a p orientation before going into the classroom. There

are certain essential personal charactcristica which pre-service training alone

cannot supply but it may aid in providing the teacher with insight as to his

feelings about the enrollees, his ability to accept criticism and challenge

from them and his degree of flexibility. If the teacher has had little or no

previous experience with this population, the orientation program is essential

to define for him what his reaponsibilities are, and to give him some idea of

the kinds of problems he will be facing.

Teachers in decentralized classroom sites need to have supportive

cervices provided: a weekly staff conference with provision for group discussion

cf problems, active participation in the reuedial education program by the

administrator; and some arrangtment for contact with and occasional help from

a university special education department for enrollees with problems which the

teacher feels unable to handle alone.

In establishing an effective relationship with the enrollees, a careful

balance must be maintained between an interpersonal relationship that is too

formal and one so informal thct roles become confused. There is a fine line

between the roles of "friend" and "teacher" and teachers must be alert to avoid

enrollees' attempts to manipWata them. The solution may be that the teacher

be a demanding friend, insisting that enrollees maintain certain standards.
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A variety of techniques should be devised for dealing with enrollees

who are disruptive in the classroom setting, or present special problems: hos-

tility to authority, sleeping in class, or discipline problems. Disruptive

behavior usually stems from boredom or a lack of interest or motivation, and the

teacher can attempt to counteract it with counseling or by using more work-

oriented materials. Another tactic to handle disruptive or hostile behavior is

to reverse roles and let the perpetrator be placed in charge of the class for a

period of time.

A sense of humor is eesential for the teacher to have at all times and

may be used to deal with hostility against authority. In any conflict between

teacher and enrollee, care must be taken to avoid "cornering" the enrollee, who

should always be left with some face-saving way out of the.situation. If the

teacher fails to use consideration in handling the conflict, he runs the risk

of losing the respect of the rest of the class. If none of the techniques which

the teacher attempts are successful, it may be necessary as a last resort to

terminate the enrollee.

In a class conducted on the, basis of encouraging each student to nro-

gress at his in pace, maintenance of group discipline poses special problems.

It is clear that some standards for behavior must be established to which calibers

of the group must adhere. But a learning group may need to have a different

structure than would be suitable for groups organized for other ourposes.

Although the teacher should set some standards for behavior and the

enrollees as a group should set others, in the final analysis, the teacher bears
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responsibility for the standards which are established and also for their en-

forcement. In his efforts to enforce standards, he should be backed up by the

educational program administrator and other staff.

Within any organized group, cohesiveness can become a powerful force

for influencing and motivating individual members. But building grouts cohesion

takes time. To compound the problem, the fluidity of the NYC enrollment leads

to a group membership constantly in flux.

On the other hand, there are disadvantages to dealing with very tight

groups, e.g., the difficulty which new enrollees may encounter in gaining group

acceptance. One way of toping with this is to fit new enrollees into a less

cohesive group and to leave unchanged a more cohesive group until its membership

has been sufficiently decimated by terminations so that several new enrollees

can be added at once.

Lack of cohesion may manifest itself in intragroup conflict, disruptive

behavior, teasing and destructive competitiveness. Group meetings can be used

to encourage participation and settle prOblems which individuals have encountered

within the group, but teasing and ostracism always should be handled by a counselor.

Care should be taken to prevent enrollees 'from using specially coined derogatory

nicknames for each other, and to avoid conflicts about favoritism, teachers and

counselors should insist that all enrollees address them by the same names.

9. Since motivation for class attendance and academic progress is

crucial to the success of the program an incentive system involvingtan ible

and intangible rewards should be established.

AAny enrollees, particularly males, have negative attitudes towards the
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school experience. Part of this negativism is associated with the enrollee's loq

estimate of his own ability to do school work, and with low thresholds of frus-

tration and boredom. The rejection of schooling by dropouts also frequently

means that the enrollee considers schooling to be irrelevant to his concerns.

Thus, the level of motivation to participate in further education is often low.

To arrive at appropriate standards of achievement which such students

should be expected to meet presents grave problems. The instructor and the

student may differ vastly in their evaluations and expectations of the student's

achievements.

Standards of. achievement for enrollees should be established on an

individual basis, depending on such variables as achievement level at entry,

occupational goals, etc. But it has to be recognized that group standards also

come into play. No one standard can be set to which all enrollees should be

expected to measure up, but there are certain expectations or goals for this

group, e.g., preparation for employment, which provide the frame of reference

for setting achievement standards. Such standards should be arrived at mutually

by the teacher and the individual enrollee working together. If nocsible, the

counselor and work supervisor also should be involved. By observing the per-,

formance of an enrollee over a period of time, a teacher ought to be able to

estimate his capabilities fairly accurately. If the teacher feels that the

enrollee is setting his standards too low, efforts should be made to raise them

to a level more commensurate with his ability.

In setting standards of achievement, recognition should be given to the

culturally induced differences and occupational goal differences of males and
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females. Generally speaking, females have less negative attitudes toward

schooling than males; they also are more likely to be more mature and accepting

of authority, to have learned more while in school, to achieve better in the

classroom, and to have left school due to some situational factor, such as

pregnancy, rather than rebellious behavior.

A salient characteristic of the NYC enrollees who enter the remedial

education program is their wide range of academic achievement. Some of them are

pre-readers; others are nearly ready for the GED test. For the latter it may be

only a short period of time before they reach their goal of a high school equiva-

lency diploma. But for those who are functionally illiterate, the educational

program will be much more extended. An ultimate goal of the GED may seem a

very distant possibility to such an enrollee, perhaps requiring more time than

his entire NYC contract. The long-range goal should be broken up into many

smaller units so that there are frequent opportunities for meeting short-range

goals.

Some efforts at individual and group self-evaluation may be attempted

if the programmed learning flow charts do not satisfy the enrollees' needs for

a reflection of their progress.

Once individual and group standards for achievement in the classroom

have been established, the problem of motivation of those who are negatively

conditioned to academic activities still remains. To discover what win motivate

an individual may require a lot of trial and error efforts. The first step is

to attempt to determine, by means of the initial screening process and counseling,
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the reasons for the negative attitudes. This should be done before assignment

to class, and should include a preliminary attempt to identify those with special

learning problems. It is possible that an enrollee whose reaction to the class-

room is extremely negative should not be assigned to remedial education until

after he has been on his work assignment for a time and there is some indication

of motivational change.

Various kinds of incentives have been used for motivational purposes.

The ultimate incentive in the NYC progr.l& is the prospect of satisfactory em-

ployment, but often this is such a long-range goal that its effect an an in-

centive is diminished. Except for payment for attendance in remedial education

classes, tangible rewards such as money and other items which have exchange

value are rarely available within the NYC. But other items such as books and

other printed material, and group rewards such as field trips, picnics, and

class snacks maybe used. However, unless handled subtly, individual rewards

in the form of candy or "treats" may be regarded as insulting and demeaning

to young adults. If used, such a reward should be coWdered as a tangible

symbol of the approval of the instructor rather than, for its own sake. Reward

symbols should be related to the worli of work as much as possible.

Other commonly used individual rewards are graded or comments on

completed assignments,. The posting of achievement charts or the listing of

achievers in the NYC newspaper. One form of often-used :short -range reward is the

smoke break or a brief free time to read or relax after-a period of concentrated

Work.



The effectiveness in intangible rewards as motivators is dependent upon

the development of a positive relationship between the teacher and the enrollee.

Such intangibles include the satisfaction of the enrollee himself in completing

something successfully, praise, and the friendship and improvel of the teacher

or peers.

Slow learners present special problems in motivation because their

rate of progress may be so slow as to cancel out any motivation derived from

successful completion of work units. Incentives used with those who learn

more slowly should be tangible., immediate and frequent. The teacher should expect

to give increased attention to this kind of enrollee, and should assign more

advanced enrollees to help him in his learning experience.

Arranging for separate classes for beginiing readers helps to avoid

invidious comparisons by more advanced peers, and may prevent excessive ego

problems. The slower enrollee should be given the opportunity to "fail success-

fully"--to fail in a guarded, protected situation so he is able to recognize what

his real limitations :ire without being punished or removed from the system. If

allowed to "fail successfully", the slow learner may be encouraged to make an

attempt in higher risk situations in the future, whereas a devastating failure

experience will discourage him from trying anything where a similar failure

might be a possibility,

10. The remedial education component should be considered as essential

to the success of the NYC rogram as the work e .erience and counselin Wherever

possibleLAAjuutaljag and counseling functions should 5e combined. For some
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enrollees, the remedial education class also should serve as meaningful work

experience.

There have been several experiments in coordinating the roles of

teacher and counselor: NYC counselors have been used as teachers while the

counseling continued to be supplied at the various work sites; a classroom at

a work site provided for close cooperation between the teachers and the counselor

at that site; one of the teacLs also served as counselor for all the enrollees

in the remedial education program.

There are obvious advantages, from the standpoint of the program, in

having the teacher also serve as counselor. Every teacher should do some counseling.

If it is not possible for one staff member to serve in both capacities, an al-

ternative is a team approach with the teacher and counselor working closely to-

gether. The counselor should be aware of the enrollee's educational experience

and might Act as a teacher's aide, helping in the classroom the enrollees he

counsei. In such an arrangement, actual counseling should take place in the

counselor's office, and the teacher should assume responsibility for any punitive

action toward the enrollee which might be necessary in the classroom. It is

important that each of the three participants in this relationship be made

clearly aware of his role and responsibilities.

Upgrading the educational achievement of the out-of-school NYC en-

rollees is vital to making them job-ready, but an educational program without

a clearly evident tie to employment will have little appeal for the enrollees.

Therefore, every possible means should be explored to develop a close relationship
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between the NYC work experience and the educational component. Unless work

assignments can be made more meaningful, relating them to the educational

process is difficult.

Ways must be found to escalate enrollees into higher level jobs with

opportunities for promotion and advancement. Frequently, the least well-equipped

enrollee,is assigned to the least meaningful job, becomes dissatisfied and

terminates from the program. On the other hand, if given a demanding job, he

may not be able to meet the required -atmndards and, as a result, is forced out.

Although the ultimate goei of -.he program is meaningful work leading

to job-readiness, more of the enrollees' tine should be devoted to education.

Increased flexibility in scheduling may be the answer. It is difficult to assign

priorities in attempting to meet the needs of enrollees, each of whom must be

looked upon and prescribed for as an individual. But if the work assignment,

appears meaningless to an enrollee, effort should be made for him to spend

more time in the educational program in order to attain the high school equiva-

lency diploma and be ready for job placement or seeking jobs ow, his own.



VI

Conclusions and Recommendations

The raticnale for the Accelerated Learning Experiment constituted

propositions, or working hypotheses, concerning remedial education programs

for out-of-school youth. While each of these hypotheses could not be rigorously

tested within the limits of the design of the Experiment, potentially useful

information was obtained from the statistical analysis of the data, teachers'

and administrators' reports, the proceedings of the workshop, .'41 observations

of the research staff. This chapter reviews the evidence bearing on each of

the research questions and makes recommendations based on this evidence.

Discussion of Research Questions

Participation of Male Enrollees

The rationale of the Experiment took notice of the particular problems

of male enrollees with respect to remedial education; and one of the indications

of the effectiveness of the ALE was the extent to which malmAmmonilsem participated

in it. Notwithstanding high turnover in the ALE groups generally, a sizeable

proportion of all male enrollees in the three ALE sites stayed in the Experiment

as Least three months. The attendance rate for all parecipating mole enrollees

was well above 70 percent, and from 14 to 53 percent (dependina on the site) of

all male enrollees participated enough to benefit materially from the program.

Compared to the results of other atudies of NYC enrollees, these results indicated

that the ALE approach to remedial education could provide more effective remedi-

ation than conventional NYC remedial education programs. It should be noted,

however, that while the program was successful in comparison to existing programs,

-76-
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it still falls short of meeting needs.

The influence of various ALE components on these reels]

to assess. The probable effects of classroom location, use of

structional materials, and aspects of staffing such as teacher-4

binations, the use of nontertificated teachers and of teacher

can be deduced from the tbmil produced by the Experiment. These

discussed below.,

Clslroom Location

During the course of the Experiment, it became apparen

experimental design with regard to the proximity of the

tnc t:ork site had been vindicated by the experience of the three

br:ri hypothesized that location of the classroom adjacent to the

more salient the relationship of the educational to the wor

would encourage attendance by increasing accessibility and cons

basis for this was the conviction that the educational component

part of the NYC experience and every possible means should be ua

a close relationship between the two. Other research' had suppo

that remedial education should be tied closely to the work site.

Patricia Cayo Sexton, "Operation Retrievera report
Education Component of Experimental and Demonstration Projects f4Youths. U.S. Department of Labor, Office of Manpower, Automation
rtvision of Special Programs.
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In CimAnneti, the classrooms were located near a cluster of work

sites, and even though a large proportion of the enrollees were males, the

attendance and retention rates remained relatively high and terminees were re-

placed quickly. In St. Louis, where the classroom served only one work site and

was housed in the same building, although the attendance rate was not as high

and the number of enrollees was limited by the site of the work site, terminees

were easily replaced and there was close coordination between the teachers and

the counselor. In Pittsburgh, one central classroom served work sites in all

areas of the city and many enrollees had to travel long distances to the class-

room- This was time-consuming and costly. Attendance and retention rates,

particularly for males, were not good, teachers had little or no contact with'

counselors, and the procedure for replacement of terminees was too cumbersome

to be practicable. Enrollment fell from over fifty to less than twenty during

the first six months period.

During the remedial education work shop, teachers indicated that they

regarded a decentralized classroom located adjacent to a work site or cluster of

work sited as the most satisfactory for a close working relationship with

counselors and a better understanding of the totality of the enrollee's NYC ex-

perience. Decentralization promoted easier contact between the teacher, work

counselor and the work supervisor for each enrollee, making follow-up of problems

and replacement of terminees more efficient.

In addition, locating the classroom near the work site is conducive

to making attendance in classes as-convenient sad easy as possible for the
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enrollees so that transportation costs and travel time can be held to a minimum.

Rowever, decentralization of classrooms may mean selecting work sites on th.- basis

of their proximity to classroom locations, if every NYC enrollee is to have access

to the educational program. Otherwise, it will prove difficult to include every

enrollee, especially those in small isolated work sites.

Effectiveness of the Job Corps System for NYC Enrollees

The Job Corps material cwiginally was selected for use in the Experiment

because:

a) the materials included extended from beginning reading and math

to the 7.5 grade level. A few months after the Experiment began,

GED preparatory materials were added;

b) it is a ceplete system with diagnostic and placement procedures

coordinated with the instructional materials;

c) it permitted entry into a remedial education program by an in0i-

vidual enrollee at any point in time;

d) any enrollee may begin at his in level of achievement and proceed

at his own pace through the material;

e) there are standardizel instructions for teachers, and persona used

as teachers do not need to have teaching certificates.

NYC enrollees assigned to a clustc -. of work sites or even to a single

work site vary greatly in number of years of school completed, scaesmic achieve-

ment and motivation toward educational goals. It was found that the use of Job

Corps programmed instruction made possible the inclusion of this wide variation



within one classroom tecause each enrollee VAS enabled to work at his own pace,

witit periodic individual help from the teacher. Group techni.oes can be em-

ployed for smell groups within the classroom, or the entire group of enrollees

participated in some appropriate supplemental activity. Therefore, the system

provided maximum flexibility for great diversity among enrollees within one

classroom.

Because it is designed for individual activity with email, self-contained

units, the Job Corps system is capaLle of serving the needs of each enrollee,

regardless of the various areas of strengUt and weakness within his reading and

computational skills. The GED material was described thus by one experienced

teacher:

One of its strongest points is that a student's
progress is measured specifically and recorded
simply. For the student, this provides constant
reinforcement and motivation and a constant on-
going assessment of his achievement. For the
teacher, it makes assignment of supplemental work
simple and direct.

The diagnostic tests serve to place the enrollee at hie proper level

when he enters the picagram, and the frequently scheduled unit and mastery tests

correct for any errors in the initial diagnosis, and permit him to bypass material

with which he is already familiar as he moves through the system. However,

successful use of the materials is predicated on the assumption that the enrollee

does not have any physical or mental condition which may lead to severe learning

probless.



There are some gaps in the programmed instruction, such as in the areas

of percentages and spelling, but once the teacher is aware of these, they may be

easily corrected by the use of supplementary materials.

Besides making it possible for a teacher to handle successfully within

one classroom enrollees who varied wide'ly in. educational needs, the Job Corps

system also has several other practical advantages:

a) its organization in small self-contained units permits the in-

dividual enrollee to select and procure Ids own materials from the storage area;

b) it may be used without an investment in expensive hardware and it

requires. very simple storage facilities, which makes it practicable in classrooms

which also are used for other purposed at other times of the day; and,

c) it is almost entirely re-useable, especially if clear plastic sheets

and marking pencils are used with the beginning reading and arithmetic units,

thus, conserving time, effort and money in the replacement of .:ensuned materials.

Conclusions drawn from the fifteen months' experience with the Job

Corps programmed instruction system in three sites are that they can be considered

basic materials to take en enrollee from the pre-reading and pre-arithmetic level

to readiness for the GED test and they show potential of belag superior to standard

educational materials provided that three conditions are met: a) they must be

used properly; b) the teacher must play a vital role; and c) the materials must

be supplemented. Since the Job Corps material is a complete system, it is ess-

ential that directions for its use be followed closely. If either teacher or

enrollee failed to use the material in its proper sequential order, confusion and
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dissatisfaction resulted. Retention of the programmed instructional material by

the enrollees occasionally posed problems if it was not used properly or was

hurried through. A teacher's account of this problem among enrollees in the

GED group is illustrative:

The students are in such a hurry to get that GED,
and we have been letting ourselves think that the
PI (programmed instruction) is the easy, fast way
to get ready for it. Most of the students have
been taking several books for homework after each
class, bringing them back completed and taking
the subsequent unit test in class. 4e agreed
that we have been in too much of a hurry; the
material in the books is retained for a few
days, but may not sink in permanently.

Even with proper use, the Job Corps system cannot fulfill all the needs

of out-of-school NYC enrollees. The personal qualities of the instructor- -is-

portent to the success of any instructional program--are perhaps even more im-

portant in programs that use programmed materials. Programmed instruction frees

the teacher from some tasks required by standard 1.Acational materials, but

imposes other requirements such as supplementation on a variety of levels, and

giving individual attention to students who are working at different points in

the materials.

This is illustrated by a teacher's report after the Experiment had

been in operation for the first six months:

It appears that materials per se are not really
necessary in supplementing the standard Job
Corps curriculum. What is needed is more in-
dividual attention and more ability on the part
of the instructor to intervene at the proper
time and clarify the standard curriculum for
the student. The material does not offer enough



-83-

why's end wherefore's and consequently the knowledge
gained by the student is all too frequently not trans-
ferrable from one problem to the next.

The content of the programmed instruction was not perceived by the

enrorees as having a close relationship to their lives and the world of work.

Therefore, it is essential that supplementary material for this purpose be pro-

vided by the teacher. This may take many forms, depending on the imagination

and ingenuity of the teacher, and the resources available in the community.

Because of its organization into a multitude of small units and the

frequent self - administered tests, the Job Corps material is very bulky and re-

quires a substantial amount of shelf space for its most efficient use. The

cost for enough materials to serve 25-30 students simultaneously was app-

roximately $1,800. The ordering procedure through U.S. Government Services

Administration regional offices was found to be slow and cumbersome. The

combine :ion cf cost, bulk, and ordering delays and inconvenience can be expected

to limit its usefulness and suggest the desirability of a careful analysis of

the present system to reduce costs and simplify the use and maintenance of

materials.

In summary, it was concluded that the Job Corps system helped facilitate

leaming in the ALE but that the materials had to be supplemented, the teacher

had to play an appropriate role, and the student had to make an effort. As

with any educational materials, the enrollee must be sufficiently motivated,

and willing to devote time required to complete the work. ;Materials by themselves

are not an easy avenue to instantaneous knowledge.



The Teacher-Counselor

Because the educational, employment and social problems of the en-

rollees have been observed as interrelated, one of the hypotheses to be tested

in the research was diet better results could be obtained through the coordination

of education and counseling either by having the same person serve in both

capacities or by placing the teacher and Counselor within the same organizational

omit.

Information gleaned from teacher reports and remedial education work-

shop discussions indicated that the combination of teaching and counseling functions

tended to bring the work site and educational experience closer. The fact that

the Experiment's teachers had daily contact with the e.rollees provided many

opportunities for informal counseling as well as group counseling and discussions

growing out of classroom events. The combination of teaching and counseling also

provided opportunities for grout) counseling (including world of work material),

group discussions of enrollee problems, development of oral skills among en-

rolleas, and the growth of peer group relationships and teacher-enrollee relation-

ships.

Mother benefit of the combination was that it contributed to the quick

and efficient replaceme,it of terminees from tt educational programs. When, as

in Pittsburgh's first six months' program, the teachers had to deal with a large

number of counselors at several work sites to discuss enrollees' personal problems,

absenteeism or termination from their work sites or the educational program,

the process became so unwieldy that it was almost inoperable. Teachers had to

spend too much time trying to contact the counselors, and in the meantime, the

problems grew.
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Therefore, the conclusions reached by the research are that teaching

should be combined with counseling in order to perceive the enrollee as an entity

and help him to cope with his social, educational and employment problems more

adequately. The combination role also leads to more efficient operation of the

program.

Ade uac of Non-Certificated Teachers

The Job Corps system of programmed instruction has been used extensively

at Job Corps Conservation Centers, military bases, and in urban elementary school

classes, but certification has been one of the requirements for teachers in all

of these sites. One purpose of the Experiment deaign was to determine if non-

certificated teachers with a high school diploma or only one or two years of

college could function adequately in the classroom, using the Job Corps system.

The results of the Experiment indicated that non-certificated teachers can be as

effective as certificated teachers, and that characteristics other than certification

are probably more important to effective work, as follows:

a) Non-certificated teachers were able to handle the nu4erous units

and to guide the enrollees through the sequential steps of the system. After the

first few weeks of the Experiment, both teachers and enrollees reported no difficulty

in working with the instructional materials.

b) Non - certificates teachers demonstrated the ability to devise creative

solutions to problems, to improvise, to establish rapport with the enrollee, to

deal with discipline problems, and to seek outside assistance in areas in which

they recognized themselves to lack sufficient competence.
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c) Personal qualities such as flexibility, ingenuity and interest in

the enrollees were found to be of the utmost.importance. Almost all of the non-

certificated teachers, informally rated by the research staff and educational

consultant, were adjudged adequate or better. One certificated teacher was

rated as exceptional. Of the three certificated teachers using the Job Corps

materials in the period after the first six months in Pittsburgh, one was rated

as adequate or better, and the other two appeared to be totally inadequate.

Thus, our research shows that non-certificated teachers, if carefully

selected, can perform very successfully with NYC enrollees in a program like the

Experiment.

Use of Teacher Aides

Each of the three sites experimented with the use of teacher aides. In

Cincinnati, where the Accelerated Learning Experiment served as a work site for

two NYC enrollees, the aides helped the instructors during class time by obtaining

materials for other enrollees from the storage shelves, assistingbeginning readers

with oral reading and phonics practice and monitoring the classes if the instructors

had to leave the room. They gave assistance with record keeping and other duties

during the time when the classes were not in session.

Teacher aides can, thus, be utilized as an integral part of each ed-

Ucational.program. The development of the position of teacher aides as an NYC

work assignment should be seriously considered for several reasrins:

a) It allows the teacher more time to give individual help to those

who need it while the teacher aide carries on the r,utine work.

b) Working with the instructional materials increased the teacher aide's

knowledge of the subject matter.
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c) The teacher aide is given the opportunity to practice interpersonal

skills on other enrollees and to work closely with the teacher.

Desirable Modifications

The ALE, while it was a success in comparison with conventional educational

programs, was severely limited in its results in relation to the educational needs

of out-of-school NYC enrollees. In the course of the Experiment, a number of ways

in which the educational program might be strengthened and should be considered

in connection with any future experimentation. These areas of possible improvement

relate to the structure of the program, the motivation of the students, and the

training and support provided to the teachers.

Aotivation of Students

An interesting finding of the Experiment was that 94% of the enrollees

said they wanted to complete high school but a large proportion of them did not

take advantage of the opportunity to continue their education even when they were

paid for time spent in the classroom. Most of the participants showed some

enthusiasm at the beginning of the program fot:. a chance to complete an interrupted

education but many of Chem lost interest very quickly and relatively few maintained

interest for as long as six months. It seems apparent that while some motivation

is present, in many cases, it is of low intensity and needs to be used to the

maximum, suggesting various possible strategies:

a) Compulsory attendance in educational classes is not likely to be

effective except during an initial period of a few weeks while the student still

retains some of his initial enthusiasm.
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Compulsory attendance for an enrollee who had lost interest has not only

proved to be almost entirely useless, from the standpoint of his learning, but

also places an additional burden on the teacher who may have to cope with his

disruptive and aimless activities in the classroom. That the Experiment teachers

were particularly concerned about this is evident from their repaets;

Discipline problems have been caused primarily by
youngsters who are not interested and pay more
attention to the, assignments of others than they
do to their own. Instructor has tried talking
to enrollees individually and in a group. Lack
of interest and indifference on the part of some
enrollees continues to be a greater problem than
anything else.

. . . ttwvte are a few enrollees with whom we are
having attendance problems in.class. Often their
work attendance is rather good. We have been using
rather mild and indirect methods to encourage class
attendance. These methods have not been successful.
They are coming just enough to get by. I feel we
are doing a disservice to permit this to continue.

b) Experiments should be conducted with incentives for educational

achievement. The most effective compensation is likely to be financial payments

in which the rewards are immediate and tangible. Various incentive systems

which might be tried have been_proposed, ranging from one-shot payments for specific

goals reached to small hourly increments for diligence and steady progess.

Enrollees frequently do not have a clear concept of the length of time

required to achieve goals and how they are progressing through the materials.

There is evident' for this in the request of Cincinnati enrollees that report

cards be used, and in the St. Louis enrollee's project of filling out a form for

self-evaluation of clasp on a regular basis. The informal continuous contact
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between teacher and enrollees in the classroom did not seem to be adequate as an

evaluation session. Periodic "formal" evaluation sessions held with each enrollee

may be useful for this purpose of setting goals and estimating the time required

to achieve such goals. Another example of the need for more immediate reinforce-

ment is the GED program. For enrollees whose test results indicate that they

are ready to begin preparation for taking the GED test, the overall goal of

completing all of the material and taking the exam may be too big a step. It

might be broken into at least two, and perhaps four, sections to provide sone

intermediate goals and more immediate realization of achievement for the en-

rollees.

c) Motivation can be increased :)), relating the educational Program to

the immediate occupational and social needs of the student.

The Job Corps programmed instructional materials, despite their numerous

advantages, are not successful if used alone in relating the educational, emilloyment,

and social problems of the enrollees. The educational program should be directly

related to life and job requirements as a first step and extended only as the

student can be challenged to achieve higher goals.

Educational programs for enrollees should be individually designed to

include minimum skills for employment, followed by expanded and job-related

learning experience through imaginative supplementation of the Job Corps programmed

instructional materials. Finally, for the well-motivated student, a concentrated

educational program should be available.
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A Proposed Three-Level Model for Remedial Education

Three levels of remedial education should be available to enrollees.

The first level should be compulsory and specifically related to the job the en-

rollee is to perform and should have the limited objective of improving his

performance in a specific job. It should be his full-time assignment for a

three-t,5-six week period prior to his first assignment, and in addition to basic

education, should include relevant work procedures or work samples, family

financial management, personal counseling to prepare each enrollee for employment,

and career orientation and planning.

The second level of education should follow the general design of the

ALE, should be voluntary, and should be directed toward a general remediation

of the educational deficiencies of the enrollee. It should be offered in con-

junction.with work experience and integrates, to the extent possible, the work

assignment and classroom work. Financial incentives should be offered and all

enrollees with educational deficiencies should be encouraged to participate.

The third level of remedial education, concentrated preparation for

the GED test, should be available for all those who are adequately motivated

and who give an indication of performing at an achievement level high enough

so that their educational deficiencies can be raised to the required level for

passing the GED test within a reasonable time.

The rationale for conceiving of the NYC educational program on three

different levels is that by starting with an educational experience which is

specifically related to a job, it may be possible to show the relevance of ed-

ucation to work and encourage a greater proportion of the enrollees to participate

in the higher level educational programs.
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Teacher Training

While we found no evidence in the course of the research that certificated

teachers performed any better than non-:certificated teachers. we did find a need

for pre- and in-service training of teachers. Perhaps the reason certificated

teachers did not perform better is because conventional
teacher-training curricula

are not directed to the problem of using programmed instruction for teaching

school dropouts and, thus, both the certificated and non-certificated teachers

need training.

The training should be designed to acquaint teachers with new techniques

for working with low income or poorly motivated students or students with special
problems. Teachers should be counseled about the optimum use of programmed

materials, the use of small group and other teaching techniques, and the use of

supplementary materials. For example, a paper back library with topics of in-

terest to minority groups can help maintain the interest of some students.

Teachers also need assistance in the identification and efficient use

of community services and resources and how to benefit from them. One such resource

is medical service. Medical problems which interfere with learning should be

diagnosed and treated; and, if treatment is impossible tnd the student cannot

profit from the classroom work, he should be referred to the community resource

which can be of most assistance to him.

The proper administration and scoring of achievement tests and their

use as a diagnostic tool is an essential part of pre-service and in-service traininl!.

Teacher training is needed to enhance the diagnostic value of the tests, to coordinate
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the test results with the instructional materials, and to ensure the accuracy of

the testing.

The training should be conducted through educational consultants, and

meetings, and workshops of the teachers. The periodic veetings of teachers is

particularly important because as remedial education decentralizes to serve work

site clusters in various areas of the city, the isolation of the teachers placed

in a decentralized site needs to be remedied by scheduled contacts with tither

teachers and counselors. Furthermore, in view of the lack of firm knowledge

About the best ways of accomplishing the objectives of the teaching programs,

some of the best resources for a teacher, are other teachers dealing with problems

similar to his own.
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WORKSHCP ON REMEDIAL EDUCATION ron OUT OF SCHOOL YOUTH
April 16-18

Washington, D.C.

Participants and Observers

Dr. Janes Aver, -- Consultant, The George Washington University, Department of
Education

Mrs. Jo Anne Ball--ALE Teacher, St. Louis, nissouri

Lester DuUbry--Job Corps Community Center, Uashington, 9.C.

Frenchie Chenault--ALE Teacher, (GED Program), Cincinnati, Ohio

irs. Shirley Cherkasky--Research Associate, Social lese4rch Group

John A. Dell--Principle Teacher, Job Corps Conservation Center, flamers Perry,
West Virginia

Bert Dressier- -NYC Remedial Education Director, nurham, North Carolina

Robert Emmitt--Advanced General Education Program 'tanager, Job Corps, Uashington, n.c.

Gerald J. EngelALE Administrator, St. x.ouis, Missouri

Charles Evans--4IJD, Inc., Washington, D.C.

Wayne FlesCh--NYC Counselor, St. Louis, Missouri

Ars. Lillian Grigsby--ALE Teacher, Cincinnati, Ohio

Donald Hanger--Educational Director, Job Corps Community Center, Washington, TLC.

Mrs. Anita Hanley--ALE Administrator, Cincinnati, Ohio

Mrs. Alberta Johnson--NYC Counselor and former ALE Teacher, Pittsburgh, Pennsylvania

Mts. Janet Johnston-41anpower Administration

Paul Jones--Coordinator, NYC, Pittsburgh,. Pennsylvania

lire. Barbara Xemp--Senior Program Officer for Persons with Snecial 'seeds, nffice
of Education, HEW

Harry LiebermanDepartment of Labor, Manpower Administration
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John Liechty--ALE Teacher, Cincinnati, Ohio

Mark McGoff--Education Consultant, Job Corps, Washington, D.C.

William MitchellAssistant Coordinator, NYC, And ALE Administrator, Pittsburgh,
Pennsylvania

/'

Dr. Leonard Nadler--Consultant, The George Washin;ton Uiveraity, Department of
Education

:Miss Elzo Parnell -- Former ALE Teacher, Cincinnati, Ohio

James RobertsTeacher, NYC Remedial Education Program, Pittsburgh, Pennsylvania

Frank Singleton--Community Group Health Foundation, Uashington, D.C.

Miss Anne Marie Staas--ALE Teacher, (GED Program), St. Louis, qissouri

Stephen Vaughn--New Careers Program, Durham, North Carolina

Dr. Regis Walther--Project Director, Social Research Grow)

Mrs. Betty Ward--Program Specialist, Manpower Services Section, Office of Education,
HEW

Maurice WellsDirector, Job Corps Community Center, Washington, D.C.
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wuRKSHOP ON REUEDIAL EDUCATION FOR
OUT -OF- SCHOOL YOUTH

Time: April 16-18, 1969

Place: Conference Room, American Association of University Women Building
2401 Virginia Avenue, Nw
Washington, D.C.

Background: During the last year, the Social Research Group of The George gashingtc

University and the sponsors of Neighborhood Youth Corps Programs in Cincinnati, Pitt

burgh, and St. Louis have been conducting a remedial education experiment using Job

Corps educational materials. The first concern of the experiment was to determine

if progranned materials developed by the Job Corps could be used effectively by

non-certificated teachers to improve reading and arithmetic skills of out-of-school

enrollees. The experience of the last year has shown that the individualized char-

acter of the instruction places responsibilities on the teacher far different than

those created by the conventional classroom and that guidelines and training re-

sources need to be developed which will assist the teachers.

Purpose of the Workshop: Using as inputs the experience of last year and the advice

of educational consultants, the workshop will attempt to develop guidelines for

conducting an educational, program designed to improve the reading and computational

skills of school dropouts participating in work experience programs.

Participants: There will be about 30 Workshop participants, including:

a. Teachers and administrators from the three NYC programs using

Job Corps materials.

b. Public school personnel

c. Research personnel

d. Educatinnal renqultanta
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C. Representatives from the Department of Labor and other interested

organizations

Discussion Topics: The Workshop will consider the following topics:

a. What are the advantages and disadvantages of programmed materials

for teaching school dropouts?

b. How can students who are negatively conditioned to academic activities

be motivated?

c. How can blocks in learning be diagnosed and remedial strategies

evolved when the use of programmed materials does not keep the student

moving forward?

d. How should classes be conductid to achieve the best results?

e. How can group methods be used most effectively in combination with

individualized instruction?

f. Can teacher aides be used effectively?

g. What are the problems of achievement testing and how can these

be minimized?

h. What types of incentives, both tangible and intangible, might be

used effectively to increase motivation?

i. What should be the relationship between the teacher and the counselor

and how can work experience and education be best coordinated?

j. How can discipline be maintained in a.classroom conducted on the

basis of encouraging each student to progress at his own pace?
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APPENDIX C

Workshop on Remedial Education for gut-of-School Youth--
Discussion Topics



AREA It HOW CAN TIME AND SPACE BE UTILIZED OPTIMALLY TO BUILD A VIABLE EDUCATIONAL
nOMPONENT?

,euew ,Topic 1

A programmed learning system uses much more instructional material than

is used in conventional classrooms. Thus, space must be available for storing the

materials so that they are easily accessible and each student can select what he

needs. Since students work at their own. pace, the classroom+ must be large enough

and arrealged so that the students can work independently or in groups and have suff-

icient table space for their work.

a) How do you envision the ideal classroom space?

b) What is the most satisfactory way to store and display materials?

c) How are desks or cables to be arranged?

d) What is the teacher's most advantageous position in the room?

e) How can classroom environment motivate teaching and learning?

Discussion Topic 2

The Job Corps basic educational "kit" is designed to serve a maximum of

thirty enrollees at one time. The classes should be large enough to make group

discussions and other activities feasible and small enough so that the teacher has

time to work with each individual if necessary during the class. This is usually

defined as between nine and fifteen.

a) What is the optimum number with which a teacher can work effectively?

b) What other factors might affect the optimum class size?

c) Which is preferable -- two teachers working in one classroom with a
larger number of students or two teachers each working in a separate
classroom with a smaller group of students?

1



Discussion Topic 3

Classroom space within a worksite has been used in one city, and another

city has classrooms near a cluster of worksites. Decentralization of classrooms

appears to be more conducive to good attendance rates than a single central location

because transportation problems are minimized.

a) What are the advantages of decentralization of claSsrooms? What are
the disadvantages?

b) What are the effects of locating the classroom within ote worksite?

c) What are the effects of locating near a cluster of worksites?

d) What: are the effects of having one classroom site serve worksites all
over the city?

Discussion Topic 4

A number of people with wide experience in remedial education and programmed

learning have suggested that each class period should not be less than two or more

than three hours long in order to afford the enrollee enough time to settle down

to productive activity for a sufficient length'of time to accomplish something

tangible without extending the time to the point where he becomes bored and weary.

The time may be divided equally between reading and math or each enrollee may make

his own decision on where he should concentrate his attention.

a) How can we determine the amount of time. an enrollee is able to work
in programmed material before his interest flags and boredom sets in?

b) Does this maximum time vary or can a general rule be established?

Discussion Topic 5

A trial of a.two-day per week three-hour session led to the conclusion

by the teachers that the educational experience provided was not sufficiently frequent

to result in any perceivable gains. To be kept in mind is the fact that many
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enrollees have a problem of retaining what they learn from one class session to

the next. It has not yet been possible to determine reliably what time of day is

optimum for learning: before the work assignment, afterward, or between shifts.

An added problem is that many of the work assignments are on a four-day per week

basis while the educational classes may be meeting five days. At some worksites,

the'work days are shifted each week so that the remedial education teachers do not

know whether the enrollee is absent because he is not scheduled to work or for

some other reason.

a) What is the most satisfactory schedule for remedial education classes
in regard to time of day and number of days per week?

b) Should attempts be made to have enrollees attend class before
reporting to work assignments or after finishing work?

c) What arrangements should be made for the enrollee whose work assign-
ment is four days per week?

d) What about the enrollee whose work days are rotated?

e) frequently should those in the GED program meet?

f) What are the:advantages and disadvantages of homework as an alternative
to more frequent class meetings?



AREA II: CRITICAL EVALUATION OF THE JOB CORPS SYSTEM OF PROGRAMED TISTRUCT/04

Discussion Topic 1

After investigating several methods of programed learning, the Job Corps

system was selected for use in this educational experiment because:

a) it is a complete system which provides suitable materials for a wide
range of achievement - from pre-reading and pre-math to G1D readiness;

b) diagnosis and placement procedures are incorporated within the system
so that students can enter the program at different levels and different
times and proceed at their own pace. Flexibility is maximized to meet'
individual needs;

c) standardized training in the use of the instructional materials is
provided for teachers, thus relieving the need for certification;

d) the system may be used without. expenditure for hardware;

e) all printed materials, if used with transparent acetate sheets, are
reusible.

The desirable characteristics of being complete, self-contained and flexible

are accompanied by the problem of the material's complexity and sheer bulk.. This

creates some difficulties for the teachers who must gain a command of the system's

hundreds of units if they are to be used efficiently and effectively.

a) Can the Job Corps instructional materials be simplified without
interfering with their effectiveness? If so, how? If not, what do you
recommend?

. b) lhat procedure is to be followed if an enrollee is rendy'for-another
unit of uofk and the material is missing, misnlaced, in use, or consumed?

c) Who shall be designated as responsible for keeping instructional
materials in order -7 teacher aides, enrollees who volunteer or are
assigned, or teachers?

d) What are the advantages and disadvantages of using acetate sheets to
conserve consumable materials?

e). What is the most efficient way for the teacher and administrator to
be aware of what materials need replacement and to replace them promptly?

4
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Discussion Topic 2

The Job Corps instructional materials are designed to provide complete
coverage for hamtc edUcatioe and preparation for the GED. There have been reports
from teachers such as "the material doesn't

offer enough 'whys and wherefores' and
consequently hmowledge gained is not transferable froe.i one problem to another."
Other teachers-have Deported that the programmed materials used in the basic
education and GaDelasses teed to hamper the enrollees' ability to comprehend
lengthy readdigrealerial, A third problem raised is the feeling among some of
the teachers

igumtsmost,enrollees who complete the basic Job Corps curriculum still
are not ready toter the GED program, with the primary area of difficulty appearing
in the area of reeding ccomprehension.

a) Are there significant gaps in the materials? If so, give examples.

b) What means are available for bridging any gaps?

c) Can the :hob Corps _materials provide such means? How?

Discussion Topic 3

Although diagmosia and:placement procedures and flexibility are character-
istics of the Job Corpsssystem, teachers have encountered problems in diagnosing
blocks in learning

andlmolving remedial strategies when the programmed materials
are not sufficient to keep the student moving forward. Occasionally an enrollee
is inaccurately placed in the system at too high or too low a level. Placement
above his level of achiesement leads to frustration and failure; placement too
low leads to bora*** And luck of challenge.

a) H an students with speial
learning problems be diagnosed andprowl with needed assiamanee2

b) What remedies are avalhadae for inaccurate placement at too highor too law a level?



c) What means should be used to solve a problem such as the enrollee who
placed at Level 3 in reading but has trouble with spelling and pronouncin;
words?

d) What procedures should be used to deal with the problem of enrollee
'cheating" on programmed material which leads to unit test failure?

e) Are there any standards to judge whether an enrollee is ready to take
the GED exams other than the completion of the 120 books?

Discussion Topic 4

Although breaking the lock step approach of group instruction is one of

the advantages of the Job Corps materials, their use on a completely individualized

basis leads to virtual isolation of the students and a loss of the benefits available

through student interchange of ideas. Some of the teachers have selected certain

aspects of the material to be used by the total group in the classroom, but because

of the great diversity in achievement, there are not many such units in which the

total group can participate at any one time.

a) H04 can group methods be used most effectively in combination with
individual instruction?

b) What other techniques may be introduced for working with small groups
and total groups?

Discuasion Topic 5

The Job Corps system appears to be adequate in providing basic educational

materials but it needs to be suppleiiented; (a) the teacher has to know some additional

approaches for helping the student whose learning problem is not solved by the

programmed instruction alone; (b) the materials need to be brought to life; the

routine approach of programmed instruction bores many of the students, particularly

those with short attention spans; and (c) some relationship should be developed

between what is learned in the classroom and the-enrollees' lives.
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a) In what ways should the programmed material be supplemented in orderto increase interest and to provide
alternative learning experienceswhen the student does not progress using the programmed materials?

a b) What means are available, within the teachers' capabilities and withinthe resources of the community, to enrich and enliven the learning process?
Discussion Topic 6

There have been several attempts to expand the subject matter in the
classes beyond reading and mathematics. Such efforts have been the outgrowth of
students' requests and teachers' conceptions of ways to broaden and supplement the
rather restricted educational bill of fare, especially in the basic education
program. Some teachers have noted a need for language skill development, for
spelling drill, and for social studies. Some students have requested material on
the 'world of work and on black studies.

a) Should other fields of learning besides reading and math be added,given the limitations of time in the program?
Can language skills behandled effectively? Black studies/ World of work? Spelling?

b) If the amount of time pef week is not increased, how can additionalsubject natter be included?



AREA III: BUILDING AND MAINTAINING RELATIONSHIPS

Discussion Topic I

When the Accelerated Learning Experiment vas begun, one of its primary

concerns was to determine if programmed materials developed by the Job Corps could

be used effectively by non-certificated teachers to improve reading and arithmetic

skills of out-of-school enrollees. The experience of the last year has shown that

tie individualised character of the instruction places responsibilities on the

teacher far different from those created by the conventional classroom. The

materials do not teach themselves but require active participation on the part of

the teacher.

Despite the fact that standardized training in the use of the materials

is provided by the Job Corps, and there are teachers' manuals which accompany all

of the students' workbooks, only a part of the teachers' total responsibilities are

provided for by these means. On-going programs must be developed to assist the

teacher in the most effective use of programmed instruction and in building and

maintaining productive relationships with enrollees.

a) What training for teachers should be proVided in effective use of
programmed learning materials?

b) Is there a minimum level of competence needed by a teacher to handle
various parts of the program? OR What are the minimal qualifications
required for the teacher to handle various parts of the program?

c) What is the teachers' role: monitor, a catalyst, gadfly?

d) How much active participation by the teacher is required?

e) What type of pre-service training would suit the needs of teachers
in this program?

f) What type of in-service training would suit the needs of the teachers?

8
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g) What supportive services should be provided for teacheis who are
isolated from the usual educational context of school building, and
administrative staff?

h) Should the teachers be involved in or knowledgeable about the enrollee!
NYC work experience?

Discussion Topic 2

Other educational experiments have concluded that personal attributes of

teachers in programmed learning should be given great consideration. The ability

to relate to disadvantaged youth and a real interest in them as individuals appear

to be essential to the progress in the classroom. A report from one of the Accel-

erated Learning Experiment sites states, "We strongly believe it is the teacher,

not the materials, that make for a successful basic education program."

All of this emphasizes the careful line that the teacher must follow

between an interpersonal relationship so informal that roles become confused and

one too formal. A variety of techniques need to be devised for dealing with

enrollees who are disruptive in the classroom setting or present special problems:

hostility to authority, sleeping in class, discipline problems.

a) How can productive relationships be developed between the teacher
and the individual student?

b) What techniques can be used for the student who is disruptive in
the class?

c) What techniques can be used to counteract hostility to the teacher
as an authority figure?

Discussion Topic 3

In a class conducted on the basis of encouraging each student to progress

at his own pace, maintenance of group discipline poses special problems. It is

clear that some standards for behavior must be established to which members of the

group must adhere. But a learning group may need to have a different structure
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than would be suitable for groups organized for other purposes.

a) How can productive relationships be developed between the teacherand the group?

b) To what degree should learning groups be structured or informally
organized?

c) If standards for group behavior are set, who sets them?

d) Who is responsible for enforcing the standards on acceptable
behavior, absenteeism, tardiness?

Discussion Topic 4

Within any group, organized for any purpose, cohesiveness may become

a powerful force for influencing individual members. Lack of cohesion may evidence

itself in intragroup conflict, disruptive behavior, teasing, destructive compet-

itiveness. To compound the problem, fluidity of the enrollment leads to a grout)

membership constantly in flux. Some of the teachers occasionally have reportltd

instances of teasing and ostracism with which they were unable to cope.

a) What are the important factors in building group cohesion?

b) How can the teacher counteract disruptive and tension-producing
behavior within the group?

c). How can group decisioi- making skills be developed?

d) What techniques should be employed to fit in the new eurollee and
to phase out the terminee?

Discussion Topic S

Many of the enrollees have little experience as participants in the

larger community; neither they nor their family or friends feel themselves to

be an essential part of the city, state or nation. Providing for experiences which

give insight into the role of the individual in society should be a vital part of

the classroom program.

a) What means should be used to introduce the enrollee to aspects of his
community and government and to demonstrate his relationship to the largersociety?



AREA IV: MOTIVATION OF ENROLLEES AND THE ROLE OF THE TEACHER IN COAL- SETTINC

Discussion Topic 1

Many enrollees, particulaeLy males, have negative attitudes towards the
school experience. Part of this negativism is associated with the enrollee's low

estimate of his own ability to do school work, and with law thresholds of frustratioi
and boredom. The rejection of schooling by dropouts also frequently means that
the enrollee considers schooling to be irrelevant to his concerns. Thus the level

of motivation to participate in further education is often low.

To arrive at appropriate standards of achievement which such students
should be expected to meet presents grave problems. The instructor's and the.

student's evaluation and expectations of the latter may be vastly different.

a) Should there be an attempt to establish achievement standards?

b) Should such standards be set for the group or on an individual basis?
c) Should there be different standards for males and females?

d) Who is responsible for setting standards of achievement?

e) Haw shall such standards be established?

Discussion Topic 2

Various kinds of incentives have been used for motivational purposes.
nost involve rewards and can be categorized as tangible and intangible, although
some rewards meet both criteria. Some types of rewards are effective for a. limited
time and some for a long period of time. Rewards also vary in the number and

categories of enrollees on whom they have an effect.

a) How can students who are negatively conditioned to academic activitiesbe motivated?

b) What incentives actually are available to the teacher?

11



c) What are the
they effective?

d) What are the
they effective?

Discussion Topic 3

Slow learners present special problems in motivation because their rate

of progress may be so slow as to cancel out any motivation derived from successful

completion of work units.

a) What special techniques or incentives may be effective in motivating
slow learners?

Discussion Topic 4

12

intangible rewards? What are their advantages? Are
Does their effectiveness differ between groups?

tangible rewards? What are their advantages? Are
Does their effectiveness differ between groups?

One persistent problem in measuring progress of students in any educational

program is the difficulty of finding a good measuring instrument. Standardized test;

are not recommended by their publishers for groups of low achievers and especially

adults but there are no better tests available. The California Test Bureau

cautions that in the use of the CAT, ". . . it is essential that in all uses and

interpretations of test results that school personnel be aware of the mental or

physical handicaps, the social and emotional problems, or the language difficulties

which may limit individual performance and achievement.'

In addition, it is difficult to control and standardize the testing

conditions (time, place, and administration) and impossible to predict the

enrollees' attitudes, motivation and physical condition at the time he is tested.

a) What are the problems of achievement testing and how can these be
minimized?

b) Is independent testing an essential ingredient to measurement of
progress?

c) What tests are suitable for measurement'in the basic education
program; in the GED program?
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d) With what frequency can achievement tests be administered without
promoting boredom in the subjects and fictive resistance to testing?

Discussion Topic 5

Motivation is also a concern in the administration of achievement tests.

Enrollees may be overly concerned about taking tests and thus attempt to avoid

them; they may perceive no relevance, be bored or annoyed by them, and therefore

put forth little effort or react completely negatively.

a) What means may be devised to minimize adverse reactions to taking
achievement tests?

b) What incentives are available for increasing motivation to strive on
achievement tests?



AREA V: TRE EDUCATIONAL COMPONENT: ITS RELATIONSHIP TO THE NYC AND ITS ULTIMATE
GOALS

Discussion Topic 1

The educational component may be viewed as only one aspect of the NYC

experience or it may be seen as its core. In either case every possible means

should be explored to develop a close relationship between the two. Upgrading

the educational achievement of the out-of-school NYC enrollees is vital to mitring

thee job-ready but an educational program without a clearly evident tie to euployment

will have little appeal for the enrollees.

a) Is it possible to arrange the selection of work stations and time
scheduling of enrollees around the educational component?

b) Row can work experience and education beat be coordinated?

c) Can teacher aides be used effectively as NYC work assignments? How?

d) Can the educational component contribute to the general effectiveness
of the NYC by becoming an added attraction or is it a deterrent?

Discussion Topic 2

There have been several experiments in coordinating the roles of teacher

and counselor. In one city, NYC counselors have been used as teachers but the

counseling has continued to be supplied at the various worksites. In another city,

a classroom at the worksite has used close cooperation between the teachers and

the counselor at that site. However, little has been attempted yet in completely

combining the roles of teacher and counselor, thus separating the counseling from

the worksite. This Ambt is related to the difference in emphasis on worksite

experience and remedika education experience.

There are obvious advantages, from the standpoint ol the remedial education

program, in having the teacher also serve as counselor, but the effect this arrangement

14
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would have on workaite problems has not been tested.

a) What should be the relationship between teaching and counseling?
b) How much counseling

should the teacher do -- is this a dual role?
c) Should teachers be involved in or, knowledgeable about the enrollee'sNYC work experience?

Discussion Topic 3

Cities with manpower training programs usually have a variety of remedial
education programs for dropouts and adults, both within and outside the regular
school system. The degree to which these programs supplement and complement each
other varies.

a) How does the NYC educational program fit into the community?
b) How can community resources be utilized in the educational program?
c) How can the educational program contribute to the community?

Discussion Topic 4

A salient characteristic of the NYC enrollees who enter the'remedial
education program is their wide range of academic achievement. Some of them are
pre-readers; others are nearly ready for the GED test. For the latter it may be
only a short period of time before they have reached their goal of a high school
equivalency diploma, and have been replaced in the remedial education program by
another enrollee. But for those who are functionally illiterate, the educational
program will be much more extended. An ultimate goal of the GED may seem a very
distant possibility, perhaps requiring more time than his entire NYC contract.

a) What are the goals of the education model? Are there short and longrange goals?

b) 1 hat are the goals vie a vim the enrollee?
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c) Should passing the GED be a goal for every enrollee regardless of
his entry point in the program, or should goals be individually set
depending on each enrollee's occupational aspiration?

d) Sow many enrollees should the educational component strive to serve?
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Appendix E

NEIGHBORHOOD TOOTH CORPS ACCELERATED LLARNING EXPERIMENT

BI-WEEELT ENNMULERIMET

To provide a continuous record of each enrollee's interest and progress
within tae program, this biweekly report should be comoleted by the Teacher-

Counselor every other ?ridgy for the preceding two-week period. Please include

any informative data that you feel will increase our understanding of the en-

rollee's general attitude and achievement.

Enrollee's Name:

Reporting Period: From / / / to / / /
Mo. Day Tr. Mo. Day Yr.

Number of Days in Attendance: Total Hours of Attendance:

Number of Days Absent:
Number of Times Tardy:

Tnetructor's evaluation of enrollee's attitude: (CIRCLE)

Excellent
Unsatisfactory

1 2 3 4 5

Instructor's evaluation of enrollees' progress: (CIRCLE)

Excellent
Unsatisfactory

1 2 3 4 5

Comments on enrollee's achievement and behavior. (Please elaborate on your eval-

uative ratings above):

(Date)

(If more Space is needed, use back of page)



AIPPRADIX F

RI-Weekly Classroom Report
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Appendix F

NEIGNEORDOOD YOUTH CORPS ACCELERATED LEARNING EXPERIMENT

BI-VREELI CLASS ROOK REPORT

This report should be completed by the teacher- counselor every otherFriday for the preceding two-week period. It is important to the research thatinformation be obtained from each teacher - counselor about his experience withthe program, including the problems be has encountered and the solutions he hasattempted. The information will be useful not only for the evaluation. of the
.program but also for an exchange of ideas among different programs.

Name:
City:

Reporting period: Pram / / / to / / / Number in class:
No Day Yr Mo Day Yr

Describe any problems you have encountered with the educational materials duringthis reporting period:

Describe any difficult disciplinary problems you have encountered and the methods
you used to deal with them:

Have you used any new techniques to motivate students or maintain thtir tersest?If so, describe:

Have you used any educational material to supplement the standard Job Corps
curriculuse If so, describe:

Any other casemate on the program:

(If more space is needed, use back tpf page)
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Appendix C

Priority List

I Locate two adjacent classrooms at or near the work site for mid Januaryoccupancy. (Please see section on classroom recuirements.)

II 1. Select someone to serve as administrator or to be responsible for the
program.

2. Begin recruitment of two instructors, plus at least one substitute
instructor, for mid- ,"January date. (Please see section on teacher
recruitment.)

3. Order materials for instruction, including Seeding and Nathemetics
Manuals for teachers.

4. Notify Job Corps of Teacher Training sessions.

III Distribute reading and math manuals to teachers.

IV 1. Teachers visit nearby Job Corps Centers for a day's observation of
procedures.

2. Teacher training in Pittsburgh for all three sites -- Four day's
training in both math and reading by Job Corps consultants.

V Classes begin with enrollee testing for placement.

VI Teachers math in initial reports on enrollees

VII Teachers mail in first monthly report on enrollees, termination reportsand initial reports for new enrollees.

Remedial Education Administration

I. A program administrator should be selected to work on a part-time basisonly.

2. He should have training and experience in adult education or a related
field. Desirable characteristics are flexibility, &willingness to
experiment, ability to supervise and train others, administrative skills.

3. His responsibilities should be:
a. to recruit and hire teachers and substitutes
b. to be available for consultation with teachers
c. to supervise teachers' work
d. to see that reports are submitted on time and in proper form
e. to do in-service training of teachers when necessary

-129-
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Classroom Facilities: Suggested Minimum Requirements

1. The classroom space provided should be at or near the work site, in order
(a) to dissociate the remedial education program from thc regular school
system; (b) to relate it directly to job training; (c) to provide realistic
and immediate motivation to improve basic education skills; and (d) to pru._
a "status" setting for remedial education.

2. Two classrooms will be needed, each with enough space for tables and chair
for 12 or 13 enrollees, a table or desk for the teacher and book shelving u.
tables for materials and books.

3. Seating can be flexible and informal. It is recommended that tables be
arranged in a circle or some other than the usual rigid rows. Desks can
be used if there is adequate writing space. Chairs with writing arms
usually do not provide enough work space to be satisfactory.

4. There should be work end storage space for the teacher. A desk or table
and chair are the usual equipment.

5. Book shelving will be needed which is accessible to students so that they
say select their work materials themselves. At least eighteen feet of
shelving or table space should be provided to store reading and math
workbooks, texts, dictionaries, graded reading materials and advanced
reading materials. Another bookshelf should be used for storing enrollee,'
notebooks between classes.

6. Other minimum requirements for the classroom:
a. A locked file cabinet for storage of tests and placement materials.
b. Storage space for extra materials: a locked closet or cupboard.
c. Adequate light - SO foot candles.
d.. Sanitary facilities accessible to classrooms.
e. If necessary, materials can be stored elsewhere than in the classroom,

and moved in and out as needed, perhaps on a rolling cart.

7., Materials needed:
A 3-ring notebook and paper for each enrollee.

b. Pencils
c. Wastebaskets

8. Optional materials:
a. Ashtrays if smoking is permitted.
b. Coffee pot, paper cups and other supplies, or access to dispensing

machines (Not required but recommended)
c. Blackboard, chalk, erasers.
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Time Scheduling

1. It is strongly recommended that classes meet every day, Monday through
Friday. It is not recommended that programmed learning extend beyondtwo hours at one time. Therefore, the optimum arrangement would be foreach class of 12 or 13 enrollees to meet once each day for two hours,
resulting in ten hours of remedial education per week.

Preferably enrollees would attend the Remedial Education Center for two
hours before beginning their daily work program. If this can't be arrangedfor all the enrollees, the two hour period at the end of the work programwould be another possibility. Also to be investigated: the possibility ofa split-shift work program.

2. This means that each Center would have four groups of 12-13 enrollees, two
groups meeting with their teachers for one two-hour period; the other two
groups meeting with the same two teachers for another two hour period.

3. The two hour period night be broken into two 45 minute sessions. with a thirtyminute break midway. (See #5 under Curriculum). It is suggested that in-
structors use this thirty minute period creatively with such possibilitiesas an occasional joint meeting of both groups with their instructors.

4. If instructors are trained in administering both tha reading and the mathematics
programs, each enrollee may set his own pace and be more flexible in allottingtime to each subject as dictated by his needs.

5. In scheduling class meetings, care should be taken to avoid conflicts with
enrollees meal times. Also to be avoided is any great time lapse between
class and work program. One of the advantages of using the work site is to
make it easier for enrollees to attend remedial education classes without
additional cost for travel.

Teaching Staff: Recruitment and Training

1. A minimum Of two instructors will be required at each remedial education
sits. It is recommended that instructors be selected on the basis of the
following criteria: interest in the program, personal warmth, motivation,
flexibility, understanding, patience, maturity and ability to become
involved positively in such an undertaking.

In addition, teachers should have had (a) some experience in working with
groups similar to NYC enrollees, (b) at least two years of college or junior
college, if possible, and (c) some education courses. The latter is desirable
but not essential if other criteria are net. Personal attributes should be

-131-
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given more consideration than educational background. A teaching certificate
should not be a requirement. However, it should be kept in mind that teachers
without education training may need more initial support, more supervision, and
in-service training than would teachers who have a 6egree or at /east some
background in education.

2. Teachers will have four days of pre-service training in the use of Job Corps
instructional materials and must be able to attend the training session in
Pittsburgh and to visit the Job Corps Center nearest their city for one day
to observe teaching procedure, before beginning their jobs.

3. Each teacher will be responsible for and should be able to woe.: effectively
with two classes of 12 or 13 enrollees, each meeting for one two-hour period
per day. This is a total of four hours per, day of classroom time plus record
keeping duties for the math and reading materials. Since the instructional
materials are programmed, work with enrollees ordinarily will be on a one-to--
one basis as each enrollee works at his own pace, needing only occasional
help and checking from the instructor.

Since there will be a certain amount of careful record-keeping required,
teachers mist be willing and able to keep such records and to submit them
at regular intervals to their supervisor and/or the Social Research Group
office.

4. A second, but no less important, function of the teacher is to serve as
counselor to those enrollees in his remedial education classes.

5. A casual style of dress and zn informal manner in ele classroom are recommended
by experienced Job Corps teachers.

Curriculum and Instructional Haterials

1. It is recommended that in the initial stages of the program, the curriculum
be limited to only reading and mathematics, for adminiatrative simplicity.

2. Instructional materials will be Job Corps programmed materials, including
work-books, dictionaries, progress checks, tests, etc. The Job Corps system
of using the materials will be utilised.

3. Materials for each Remedial Education Center will range from those appropriate
for the pre-reader and pre-arithmetic enrollee to beyond the 7.5 grade level.
(See attached list) Supplementary materials prepared for the Job Corps will
also be available.
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4. The key to programmed learning success is adequate testing and placement atthe appropriate level. Placement testing materials and training to use suchmaterials will be supplied by the Job Corps.

5. A third component of the program should be a 30 ,minute informal group meetingmidway through each instructional period. This might serve several-possible
purposes:

a. As a device for building
peer-group relationships and instructor-enrollee relationships.

b. As a coffee break in the total period of programmed learning.c. As an opportunity for the development of verbal skills among enrollees.d. As a period for group counseling, or group discussion of enrollee pro-blems, world of work matters, etc.
e. As an opportunity for some social studies course work - political

socialization.

6. The reading program is divided into three groups: beginning, graded and
advanced. Each group is composed of a number of levels through which enrolleesadvance at their own speeds.

7. The mathematics program is upgraded, but contains ten series of programmed
texts, each of which is broken down into a number of units, through whichenrollees progress.

8. Individual progress from one unit to the next will be contingent upon
successfully completing specific progress checks.

Data Collection

1. Social Research Group will develop and supply the following:
a. A manual for teachers which outlines procedures for handling emergencies,making out reports, setting up classes, scheduling, and other administrativedetails.
b. Forms for attendance
c. Individual progress report forms
d. Methods of continuous evaluation of program success and student progresse. Questionnaires or interview schedules f-Jr pre-enrollment and termination
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Problems of the Research Design
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Lesearch Design

mperiment such as this, where a number of people are involved

g gathered continuously over a number of months, the research

`ive major problems: how to secure the cooperation of those at

so that the experiment will be carried out as designed; how to

gram the group to be studies for a sufficient length of time

information about them can be obtained; how to retain the

r the duration of the experiment so that the experiment has

tow to insure the continual suoply of complete data; and how to

some satisfactory method of measuring achievement or progress

at problem, which involves to a great extent the conflicting

tic assignment and the educational component for the enrollees'

rith by recognizing the impossibility of uniformity of the

the three sites, and certain adjustments were made in the original

.ly the results of the deviations from the design led to greater

toward following the design more closely in Phase II.

:ond problem, retention of the enrollees for a sufficient length

1r resolved satisfactorily and analysis of data had to be limited

small group which did remain in the program for the duration

ram foreseen that the combination of voluntary terminations

iterest, involuntary termination due to incarceration or over-

, problems, and the built-in termination mechanisms of work site

sent employment upon job-readiness would create problems in
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maintaining a study group of adequate size. In addition, the turnover in enrollees

necessitated constant efforts to recruit, test, and place new webers in the

classes. Unless the enrollees are drawn from one or only e few work sites, this

involves dealing with a number of NYC counselors, and is exceedingly time- consuming.

Preventing turnover in teaching staff was not possible; one of the sites

had to make one replacement and a second site lost four of its original six

teachers. It can be expected that any change in teaching staff will be reflected

by some changes in the program, whether intentional or not.

Insuring a continuous and uniform supply of information on a fluid

enrollee population is difficult under the best of circumstances but since

teacher reports supplied a large part of the data, discontinuity in teaching

staff led to a number of additional problems in obtaining complete and uniform

data on a regular basis.

The fifth problem, that of finding an adequate device for measuring

progress, was the most difficult because although a standard measure, the California

Achievement Test was used, neither teachers nor research staff had any great

confidence in its validity for this particular population. This feeling is re-

flected in a report from one of the counselors:

We have been using the California Achievement Tests as
an indication of progress for a long period of time
now and I tend to feel that they are losing their
effectiveaess. I really question how valid they are
and if they are giving a true indication of the en-
rollees' ability. The enrollee almost naturally
takes a negative attitude towards the test even before
he begins. In moat every case this would cause the
score to be lower. Could we look into the possibility
of some different form or type of test? Preferably
shorter by about half the time. Normally this testing
as it is now will take approximately two class periods.

-136-
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The CAT is not designed for young disadvantaged out-of-school adults

but for school pupils whose age, grade and achievement level are more synchronized.

The use of any achievement
measure assumes that the testees will be motivated,

even anxious, to do their best. it also assumes that the test will appear relevalA

and that its results will seem important to the testees. It is not likely that

any of these assumptions are dependable. We were unable to discover any other

standardized measure of achievement, however, that promised greater usefulness

than the CAT.
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Appendix Table 1

TERMINATION CONDITIONS, MALE AND FEMALE SUBJECTS
WHO DID NOT COUPLETS FIRST SIX MOUTHS,
BY TINS OF ENTRY INTO ALE AND SITE

Conditions and Sites Original
Male Subjects

Total
Female Subjects

TotalLater Original Later

Cincinnati Numb, er Number

Passed GED, HS diploma 0 0 0 1 2 3

Employment, School, Training,
Military

noved, NYC transfer, or
completion

15

5

2

4

17

9

1

1

1

4

2

5

Health, personal circumstances 1 0 1 0 .1 1

Jailed 3 1 4 1 0 0

Failure to adjust, quit, Absenteeism 7 7 14 3 0 3

total, Cincinnati 31 14 45 6 8 14

Pittsburgh

Passed GED, HS diploma 3 0 3 2 0 2

Employment, School, Training,
Military 12 0 12 2 0 2

Moved, NYC transfer, or
completion 1 0 1 2 .1 0 .2

Health, personal circumstances 1 0 1 6 1 7

Failure to adjust, quit, Absenteeism 7 3 10 1 2 3

Pittsburah 24 3 27 13 3 16.total,

St. Louis

Rmployment, School, Training,
Military 0 0 0 3 4 7

Mowed, NYC transfer, or
camplation 2 0 2 6 2 8

Failure to adjust, quit, absenteeism 5 1 5 4 2 6.

total St. Louis 7 1 8 13 8 21

TOTAL 62 18 80 32 19 51


